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The‘prim}@ goal of AASA is "to attain comprehensive, accessible,
responsive and relevant educational programs,”” During 1977 the Ex-
ecutive. Committee took the following actions to focus the programs,

. activities, and resources of AASA more sharply on this goal. It

® established within AASA the National Center for the Improvement
of Learning (NCIL), employed Fenwick W. English to head it, and
-assigned appropriate resources to support it

® authorized the Center to establish and conduct an annual con-
vention to deal exclusively with the improvement of learning, to
produce publications, trainthg activities, and to perform acts’ of
advocacy for administrators who have curriculum and instruction
‘assignments _

® adopted as the official motto—"AASA Leadership for Learning,”
this statement to become a prominent part of a new AASA logo.
Quality Control in Curriculim Development is the first effort of AASA/

NCIL to assume its assigned role in the area of.publications. In it the

auther puts forth severalimperatives for your consideration. They.are:

® that curriculum development is an orfgoing program®in all school
districts either by accident or desjgn ) b

® that the leadership of school districts must recognize this phenome-

non and take charge of the program to assure that it performs to high-

sstandards

.® thatin order to determine the "1.al curriculum” which exists in tf1e

schoolrooms of the district the efforts of each teacher must be
“mapped,” the results of this mapping to be the beginning point for
making the real curriculum fit the‘ndesirg_d.curriculum ]
® that curriculum directors, coordinators, superviéo;s and other ad-
ministrative personnel are a vital ingredient in any program of qual-
ity control in curriculum developmént. They are the only ones who
can assure-the district that the curriculum desired is the one in
. existence. They must be valued, nurtured, and protected by the
superintendent of schools. _
. Itis our belief that Quality Congrol in Curriculum Development is one of
a series of efforts by AASA-NCIL which demonstrates “Leadership for
Learning.”” - - ' ' ,
, : Pavl B. Salmon

Executive Director,

-

-
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One of the major purposes of the AASA- National Center for the
Imprevement of Learning is to develop-a body of literature regarding
the management of curriculum and instruction in the nation’s schools.
Much has happened to change the operational climate in the schools
for,administrators at all levels, from superintendents to subject area
supervisors. Declining enrollment, staff layoffs, the minimum compe-

© tency movement 4nd local resistance to finance increased educational

costs present school people with a new sense of urgency. .

It is hoped that practitioners concerned about improving the cur-
riculum will find this publication a jprovocative and useful- tool to .
re-examine current trends to which curriculum development as a proc-
ess should become responsive. It is hoped that professots will find the
publication timely to more fully appreciate contemporary school re-
lated problems in responding to public demand for enhanced instruc-
tional effectiveness. - . . R ' ' L

We at the Natianal Center for the Improvement of Learning believe
that curriculum. development is a management function. The cur-’
riculum must be viewed as the proper mechanism to deliver improved
results of the educational system for all students: Quality control does

" hot mean manipulation, it means direction setting, adjustment where

necessary, and results which are cost effective. It is a.primary function
of management. . T

The management of curriculum and instruction envisions the classy
room-teacher as an integral partner in the process of developing more
effective curriculuin. Management is not the antithesis of labor. It is
believed that the schools and thé cqrriculum cannot be substantially
improved without incorporating basic quality control as outlined.

I am deeply indebted to the AASA Advisory Panel to NCIL for their
support, suggestions, criticisms-and guidance. They are Edward
Brainard, Professor of Educational Administration at the University of

" Northern Colorado; Helen Brown, Director of Research and Cur-



- riculum, East Baton Rouge Parish Schools, Louisiana; George lan-
ndcone, Superintendent of Schools, Vernon Township Public Schools,
New Jersey; Leon Lessinger, Dean, School of Education, University of
‘South Carolina; Idella Moss, Assistant Director, Teacher Education
Center, Sarasota, Florida; Donald Mrdjenovich, Superintendent of
Schools, Watertown Public Schools, Watertown, Wisconsin; Gilbert
Sanchez, Associate Professor of Educational Administration, New
York Umversxty Donald Wright, Curriculum Specialist, Montgomery
" County Intermediate Unit, Pennsylvania; '}. Zeb Wright, Coordinator
~ for Continuing Education, Department of Education, State of West
Virginia; and James K. Zaharis, Associate Superintendent for Educa-

tional Services, Mesa Public Schools, Mesa, Arizona. .
Several AASA staff members spent considerable time with the man-
uscript and made timely" and insightful suggestions. They were
Richard Chobot, Ronald Kowalski, and” Waiter Turner, My special
. appreciation to Executive Director Paul Salmon for his mtenswe re-
. view, criticisms and comments, as well as encouragement from Louis
Zeyen for the initial idea. William Herury’s incisive editing was the last
needed touch. A special note to the continued influence of Roger A.
" Kaufman at Florida State Umversxty regarding basic concepts should
also be mentioned.
. Whatever shortcpmmgs, oversights, omissions, or errors whieh may
still be present are the responsibilities of the author

. Director
AASA-NCIL
Arlington, Virginia

o o .. - Fenwick W. English
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The climate for curriculum development in the schools has changed.-
No longer is it an exclusively professional concern ~r activity. No
‘longer'is the public content to play an outsider’s role in what seems to -
them a paramount hallmark of a good school. ' 2 The perceived unre-
sponsiveness on the part of school personnel have forced citizens to
turn with increasing frequency and urgency to legislatures and other
elected officials for help.? One result has been the grcwth of “mini-
mum competency” laws across the nation which has forced upon
school districts requirements for developing public plans‘with assessa-
ble objectives, needs assessments, and required parental inyolve-
ment.* 56 Declining enrollment, staff léy'offs, scnool closings and
stiffened taxpayer resistence to school levies appear to be coming
togethef in a movement which has been dubbed, “Back to B&Sics.”One
of the essential calling cards of that movement is the public outcry
regarding the schools classic inability to become more fiscally respon-
sible, more educationally responsive, and categorically more efficient
with its resources.

,! Thes"curriculum” was the top responsé to ten criteria by which the schools at the local
level were pérceived to be “good,” as revealed ir the Ninth Annual Gzllup Poll of
Education. See George H. Gzllup, “Ninth Annual Gallup Poll of the Public’s Attitudes
Toward the Public Schools” Phi Delta Kappan, 59:1 (September, 1977) pp. 33-47.

*Opinion rendered by several parentsata national meeting on curriculum development.
._ Nel Noddings, “’A Report of the NIE Curriculum Development Confere nce, November
N 17, 18, 19, 1976, Washington, D.C. Xeroxed. 172 pp. . .

3bid. p. 24. - -

4According to the Education Commisgion of the States, some 26 of the States have

adopted some form of minimal competency testifig. See Chris Piphd,r’{ State Activity
Minimal Competency Testing,”” Department of Research and Information, ECS, Den-
ver, Colorado, 7 pp. (Mimeographed) No date, .

5See “T&E, A Primer for School Improvement in New Jersey,” Department of Educa-’
tion, State of New Jersey. Trenton, New Jersey, 44 pp. .

6See E. W. Kelley, “The Politics df Proficiency,” CEMREL (Scptembe_r/Oc;ober, 1977. .,

Xeroxed, 47 pp. ) : S~ :
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-plementation, and evaluation.

While educators traditionally have responded to such notions.by
stating that finances and funding formulae are inadequate 7, this same
view is not sharéd by some sub-publics. Noted a citizens group study-
ing the problems of a large urban-school system: ' ,

«""There will neverbe enough resources to futd the many programs
available in any large educational system. It will always come
dowrrto a system of priorities and a determination of what level of
funding is needed for an effective educational system. . . . In our

~ study of public schools several different groups of parents were
contacted. During discussions with these groups we noted that
seldom was inadequate funding mentioned as a major problem.

. Discipline, drugs, busing, accountability, etc. yes, but not fund-

ing. This leads to the conciusion that at least in the general public
view, funding’is not a major problem.”#.

It is curriculum then, its shape and substance, its deveiopment and
evaluation, that has once again emergéd as a central concern of citizens
and educators. What role does the curriculum play in preducing or
maintaining quality education? How can it become more responsive to

the démands for better differentiation of learners to meet their varying

uieeds? Who is best qualified to deal with curricular issues? ,
Regardless c f the size of the school system, the numbers of staff or
financial condition, all are dependent upon the curricuium as a tool to
say something important about what should be taught and learned in,
the schools. Therefore, the improvément of curriculum-development
as a process and the management of curriculumn has to be a central
concern of all of those educators involvead with its définition, im-

<

7See George Neill, “Education Leaders Disclose Top Issues for 1:)77-78,” in “Washing-
ton Report, Phi Delta Kappan, 59:3 (November, 1977) pp. 215-216.

-

8Tom Pardue, “Finances,” from “Leadership Nashville: A Report by, the ‘Education- 7

i1C

- o

Committee,” June 3, 1977, pp. 9 & 1.~ C
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Explormg the Concept of Quahty Control

Quahty coritrol is a time henored concept in management It traces
some of ifs development to the ideas of Henri Fayol around 1916.°
Unfortunately as Leon Lessinger notes it has come to mean to many
laymen a sori of heavy handed auti:oritarianism.'® The notion of
qualxty control applied to school system management and curriculum
development is the systematic means by which at designated and
+ appropriate intervals a determination can be made if the 'system or the
curriculum is accomplishing the desired results or outcomes. These |

" -means include the possibility of programmatic adjustments so that
when the resulis are obtained, there is a minimum discrepancy between
the desired outcomes and the actual outcomes. Perkins and Les-
singer!! also add a factor within the concept of quality control, that is,
that the results produced, “’against agreed upon standards . . .” (will
be) ““at a ¢cost agreed upon in the budget.” 2 Quality control therefore
operates within the paiameters of purpose, limitations 1mposed by
conf:gurat:on procedures, and cost calculations.

Lessinger is also quick to point out the difference between quahty )
control and quality assurance. Quality control is internal. It is a process -
employed by school leadership to insure the achievement of the pur-
poses of the system. Quality assurance is external. It is objective insur-
ance that a product or service meets some kind of specifications. In this -
sense the passage of minimum competency legislation is a form of
quality assurance, whereas the establizhment of a local needs assess-
ment.is a process of quality control.!3 _

Quality control is part of the overall functions of management
Management has the responsibility for creating parameters by which
reality is confronted and processed. The piece of reality processed is
part of the(genmtmn of scope and purpose of the enterprise. Manage-
ment has the responsibility of acquiring and configuring the essential |

resources to accomplish the purposes of the enterprise and it has the

!

-

"Henri Fayol. General and Industrial Management, Constance Storrs (trans.3 (London: Sir
Isaac Pitman and Sons, 1949) as cited in Leon Lessinger, “Quality Control and Quality
Assurance in Education.” fournal of Education Finance (1) (Spring, 1976) pp. 503-51%.
"“Lessinger, Ibid. [ - _ o L
]. A. Perkins, Jr. and Leon M. Lessinger, “Making The Schools Accountable for Wh
" Children Learn,” World, Peat, Marwick, Mitchell and Comipany, Spring, 1977. PP-
36-39.

2Ibid. p. 38. ‘

bSee Fenwick W. Eng“%h and Roger A. Kaufman. Neuds Assessment: A Focus for Cur-
riculum Development (Washm;,mn D.C. Association for Supervision and Curriculuin
Development, 1975). /‘ .

A L.
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tésponﬁbility to insure that those purposes are realized. '* The applica-
tion of the concept entails a dxfferent view of the itstructional process
than has been dominant in many school systems today," particularly
within middle management. The two contraslmg views have been
called the ‘non-discrete view’” and the “finite view.”!$

Those adhering to the non-discrete view of curriculum see it largely
as process with a capital “P.” Process is the beginning and the end of
instruction. Therefore instruction has no beginning: and no end, i

“simply goes on and on.'¢ This may be called “individualized instruc:

tion”” or-“continuous progress learning.” What it really means'meth-
odologically.is that students are farmed out into multi-texts or instruc-

tional kits and proceed at their own rate or pace until the end of the.

year. Whatever they learn is wherever they may happento stop. Under
this umbrella it is not necessary for a teacher to do much planning.

- There is merely the necessity to sort »f manage a continuousinterplay
" of groups as students move in and out of groups. The teacher’s role is

reduyced to a sometime motivator andior record keeper. Since there are
few or no standards for students in terms of outcomes, the process of

-instruction allows some students to learn a great deal and others to

muddle-along. Pace is the primary fgstor in this situation. Questions
pertaining to validity of content or learning standards are considered
not relevant. ‘ :

Some teachers have become convinced that this is “good” instruc-
tion. There is no requirement for what used to be called “’whole class
instruction,” because the-e is no longer a “whole class.” Such a con-
cept is simply an artificial creation of organizational phenomena.
Everybody is simply-learning at their own rates. The necessityto single

‘out some learning expectancies as more important than others is con-

sidered contrary to the principles of individualized instruction and
learning. Furthermore it is "dehumanizing’ since it can be shown tiat
few students are ever at the same place at the same tim- anyway, and
one can always find an exception in terms ¢ f a success story of a person
who didn’t ‘earn an “‘essential.” ! The exception therefore invalidates
the rule. :

" This differs from what has been referrod to as “administration.” See Roger A. Kauf-

man and Fenwick W. English. Neals Assessment: A Gudde to Improve School District
Management (Arlington, Virginia: AASA, 1976) 63 pp.

'5These terms and some of the section which follow have been extrapolated from

Fenwick W. English, “Establishing Instructional Priorities,”” Address before the
Montgomery County Curriculum Developers Advisory Council, Pennsylvania. April,
1977 (Xeroxed) 7 pp.

“1¢This view has been labeled the “development of cn&nmu prnccs'ses' approack . See

.

Elliot W. Eisnerand Elizabeth Vallance. Conflicting Conceptions of Curriculim (Berkeley, -

* California: McCutchan Publishing Corporaiion, 1974) pp. 5-7
7See also George Weber, “The Cult of Individualized Instruction,”VEducational Leader-
ship (February, 1977) pp. 326-329. - )
' . 11
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The finite view of the'classroom and curnculum is quite different. It
conceptualizes the classroom as a pl‘ue in which a valid series of
learner outcomes can be formulated and these can be translated into
measurable results. The teacher is then expected to plan a series of
discrete lessons or interventions in which the focus of the class, groups,
orindividuals is shared momentarily upon the acyuisition of a concept,
fact, attitude; and/or the development. of an array of psychomotor
‘skills. The teacher is expected to have some knowledge about haw to

3

£

~ -do this, that is, move from a set of finite objectives to results (learning).
" Itcan be argued that ‘individualized instructi is simply not possiblé if

objectives are not established which are assesgable. The intervention of
the teacher occurs as he or she hcips the student move towards the

“accomplishment of an objective. To do this the'teacher must know the

student, have performed some dxagnosxs, and formulated a series of
teaching moves or strategies to correct or change any or all of them.
That is.individualized iristruction and it dOesn t necessarily occur one
on one. It can occur in groups, even large groups

Under the non-discrete view. of mstruct}on it is often 1mpossxble to
know what to do wiil: a student whoidoesn’t learn excep} to excuse a
Jack of learning as the child’s fault (he orshe.wasn’t ready?the family’s
fault (unrealistic expéctations or lack of proper home envxronment) or
label the child (such as disadvantaged, reluctant, dlsabled etr.) It's
impossible to irprove this kind of instruction because it just goes on
and it goos no place in particular. Vague phrases hide the fact that
almost any outcome will suffice to justify the instructional process
continuing to exist. This is based upon the assumption that any('out-
come is essentially correct qnd acceptable. '

A teacher functioning within this context has no responsibility or
accountability for taking a child ora group of children anywhere. There
can be no a priori set of objectives, no minimal competencies, no base
line, no standards or expectations. Such'things are considered barriers
to effective instructional individualization. Teachers therefore have

. few actual planning respensibilities, bypass any great diagrostic

chores, and become record kecpeis for qtuc‘”nts traversing through
kits and levels. ,

- The “finite”” view assurnes a base line against which teachers per-
torm diagnosis and accept a responsibility for developing interven-
tions which increase the probability that.learning will occur.'8 The
teacher is clearly in command of the means to obtain, the learning
desited. The classroom is considered the sum totglity of p0551ble inter-
ventions which will assist the learner to acquire the desired cutcomes. .

18Gee also Fenwick W™ English, “Provision of Instruction,”” New York State School Board#
journal {August, 1976) pp 20-21.

/
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The teacher is expected to know how to and to be able *o exercise a
range of decisions within the decision-making space defined. The term
decision-making space refers to the actual ability of the decision maker to
use data within the =cal limitations imposed by the system upon the
ranges of -decisions allowed or acceptable. Data should corform to the
requirements of the decision-making space. ,
The characteristi¢s or criteria by which it can be known if a school
system possesses adequate quality control measures-in terms of its
management of curriculum are applicable to-all school districts. The
personnel available to define and maintain such#control may vary
depending upon the system’s size. While larger systems may have
many more middle management roles at the central level,” smaller
systems must depend. upon the superintendent’s leadership as man-
- ifested through the building principalship. These characteristics are:
(1) Definition of Results ca !
Effective quality control firmly rests upbn developing an adequate
description of theteducational results desired. If art instructional leader -
‘or supervisor is to have responsibility and. be accountable for the
adequacy of any patticularly sub-system or curricular area and/or to
perform a range of functions or services, it is imperative to obtain the

- most complete i}nderstanding possible of what the applicatipn of those

services is supposed to achieve or accomplish. :

»~This in turn is dependent upon an adequate statement of the mission
of the school system. In the past there was some disagreement about
utilizing pupijl outcomes (learning) as the base for determining school
system effecF?iveness. The back to basics movement has dispelled this
argument. The governor of Vermont has called for a constitutional
convention. on edutation in America. The govérnor proposed
‘that young people should be assured of basic educational rights so
that they would possess “the fundamental skills of communication,
challenge and calculation. A second would be toprovide them with a
‘sense of history and social perspective of their own culture.”2? The
governor of New York called his own State Education Department "'a
system of colossal arrogance,” and termed the commissioner “'the king
of the last kingdofﬂ on earth. Fwant to see effects and results in the
money we're spérp;ﬁng; I'm not interested in personalities: I'm ire-

- +r | \

19See Milbrey W. McLaughlin. Evaluation and Refornt: The Elementary and Sccondary

Education Act of 196 itle I' (Cambridge, Massachusetts: Ballinger Publishing Com-
pany, 1975) p. 119. : . :

* 20Neal R. Peirce,” Constitutional Convention? Evaluating the Educational Process.” The
Philadelphia Inquirer, December 5, 1977. 11-A. ;
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i
terested in results.”2! The governor was asked if he thought the
schools were doing enough. “No, we have children who are graduat-
ing from our{grade) schools who cannot read, cannotspell, ar}‘d‘cannot
add in the ninth grade.” 22 The Los Angeles Board of Education has
recently funded an independent analysis unit which will operate as a
""watchdog’ for the board. Funded at the range of $300,000 per year, it
is to provide the board with a “wider range of information about how
instrictional programs are performing, how funds are allocated in the
school budget and what alternatives might be considered both in

< .programs offered in the district and "spending for a variety of ac-

tivities.” 23 There seems to be little doubt that schools and curriculum
are perceivedas means to enhance the learning of students and that the
lack of adequate perfof‘mance standards, appropriate monitoring
techniques and processes, have been a major barrier to improvement
of the management of curriculum.?

Adequate quality control in curriculum development must therefore
assumeé or provide for the presence of valid and specific outcomes forg
the school system. A consensual mechanism for agreeing upon the

. outcomes or involving students, parents, community, board and staff

is clearly preferred over those that do not employ such techniques for |
reasons of validation as well as simple politics.*® The use of outcome
standards or competencies as they are beginning to be called demand a
more accurate description of the existing curriculum. The estab-
lishment of competencies to be effective in reflecting real world skills
‘requires the more precise lgcation of the skills acress the grades within
the school district. Without such location it isimpossible to use the data -
to improve educational performance and to give anything but the most .
global kind of instructions to concentrate system resources to focus on
areas ‘requiring improvement. The global caricature.of the curriculum
as it is reflected in most curriculum guides is almost *otally useless for
this purpose.*® :

{

2t Agsociated Press, “Education System Seen as ‘Wastetul.'” Yonkers tHerald Statesman,
September 29, 1976.

2. i . R S

Hack McCurdy, “L.A. Sthools Review Unit Takes Shape.” Los Angeles Tinies, April 17,

1977, : _ . ) Lo

2 qwrence Feinberg, “Minimum Graduation Skills Drafted by D.C.” Washington Pos!,
December 10, 1977.

25Gpe Fenwick W. English, “The Politics of Needs Assessment,” Luncational Technology.
17:11 (November, 1977) pp. 18-23.° ,

26Gee Fenwick W. Engiish, “Keeping Curriculwin Upfront.”” PSBA Bulletin 41:6,
(November-December, 1977) p. 38, Resume of speech before the Pennsylvania School
Boards Association 1977 Annual Conference, Pittsburgh. v
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(2) An Accurate Assessment of the Current Curriculum

While many schooRdistricts have taken steps to resolve the problem
of-mission ambiguity, that is explicit purposes not-being present as
standards or. outcomes, very few seem to realize that they do not
possess accurate assessments of the current status ‘of affairs. Some
large systems have problems in developing an accurate representation’

" of the table of organization let alone an accurate description of prevail-
-ing instructiohal practices or-a clear picture of the existing school

systém curriculum. .

The procedure for revealmg the existing school sys stem curriculum is
called “curriculum mapping.” It is this map which services as the
bottom line, the instructional base of the school system. Curriculum
maps feveal the real curriculum. Curriculum guides state what the
curriculum should be. The curriculum glide is prescriptive. A cut-
riculum map is descriptive. . -

To exercise quality control over - urriculum requires the mstruchoga_L
leader or supervisor to know what the real zurriculum is in his or fer
subject area. Unless this is known and quantified, it is not. possible to
understand the-existing degree of repetition in the curriculum, the’
ex1<tmg gaps or holes in any curricular area that are not being taught,
nor .3 't possible to assess the effectiveness of any given concentration
Sf resources within the curriculum.

Most curriculum guides lack the _specificity nuesqary to help

. .teachers or curriculum planners. Curriculum guides do not represent
. the actual curriculum applied by individual teachers. The curriculum

guxde is a fictional curriculum. Quahty coritrol must begin with the.

_revelation of the real curriculumi. There can be no quality control of,

curriculum and instruction in a school system unless a fairly accurate
picture of the real curriculum can be obtained. 1t must answer the
following questions:

(a) What is béing specifically taught?

(b) How much repetition is there within the real cumculum’ Is the
repetition present planned or.does it occur by default?

(c) What is the actual decision-making space of the key personts in-
volved with curriculum development? Superintendent? Assistant
Superintendent? Director? Supervisor? Principal? Teacher?

. (d) What are the instructional/intervention-options open to teachers?

(e) To what degree does the curriculum identify critical concepts,
skills, knowledges? How does it focus tupon them? What is the
overlap between curricular sub-units? -

() How much variation is present within the exxshng organizational
divisions of the school'system which also serve as curricular boun-

. daries? (elementary, junior high, high school for example, or lan-¢
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.guage-arts, math, science, physical education).
(g) What percentage of the real curriculum is a teacher option? How
" much do such options create uneven variations across grade levels,
divisions, subject areas that in themselves create gaps?

(h) To what extent is the real curriculum content a part of the district’s
testing program, that is, how much of what is being taught asses--
sed? What part of the current test batteries’ do not relate’ to the
content in the curriculum guide, but by being taught for the test
become part of the real curriculum? S '

(i) To what extent is the real curriculum cost effective? Does the real
curriculum optimize the resources of the system to reach the agreed

. upon ouicomes??? ’

A recent national meeting of university curriculum specxallsts as-
sociation representatives, education lab directors, parents, tried to
assess the national status of curriculum development in’ the United

States. 8 From this data it was estimated that in 1975, seven publishing

firmsaccounted for approximately 60% of the total instfuctional indus-
tr;y revenues. It was estimated by one expert that 95% of all classroom’
time involves the use of textbooks.2’.

Is this the real curriculum of the schools? The experts agreed that
they were not sure of the actual quality of the curriculum today in the
nation’s_schools.3® They also disagreed vver the recent impact of cur-ﬁ"-
ricular.reform. Some claim significant successes and others felt there
‘had been little real change. Their collective judgment was:3! “’that new
curricular never reached the schools; that ways and means to integrate
new curricula into ongoing systems of instruction received too little

_ thought; that the theory and research base for many new programs
was msuffmmm(that introducing new instructional materials aloné has

little impact; that the goals of curriculum reform did not even address
the.serious problems of education.” :

(3) Configuration of Resources e . '

The curriculum as it now exists.is configuréd, i.e., shaped by ad-

‘ministrative levels, system demarcations, materials, the physical

structure of buildings, time delineations (schedules).’and teachers,
their characteristics, what they select and what they reinforce and do

3

275¢e “Accounhbnlxty” Chapter Twelve in Frank L. Steeves and Fenwick W English,
Secondary Curriculum for a Changing World (Columbus, Ohio: Charles E. Merrill, 1978)
for the idea of sub-optimization applied to curriculum development. .

Jon Schaffarzick and Gary Sykes,”” NIE’s Role in Curriculum Development: Findings,
Policy Options, and Recommendations.” February 8, 1977. (Mlmeographed) 125 pp.

2bid. p. 9.

© %lbid. p. 26,

3bid. p. 45.
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not reinforce. There may be several’ dommant conﬁgurat:on:, within -
“the same schdol or scheol system. .

Upon what assumptions are the exxstmg configurations based?

What the instructional leader or supervisor must ask is why this (the

existing one)-was chosen over all of the other possible ones? (the .

known alternatives). The present configuration is obviously a solu-

- tion. Did it spring into existence, did it evolve by default or by. plan,

or was it defined by a series of actions and choices which have now
been forgotten? Was the éxisting cumcular.;conﬁgurat:on carefully
discussed and shaped with public involvement? What can the sys-
tem do if-the current.configuration is not workmg" How would it
know if that configuration was not effective?

There should be nothing sacred about the existing configuration of .
the curn,culum It is an artifact like a school biiilding, school bus, or

a playground. There is ro curriculum in nature just as one would
not expect to find an architect’s drawing in some “natural” state.

The curriculum is-a means to thé desired outcomes, 1e pupil

“learning. The curriculum is the planned and defined series-of deci-

sions which establish. or anticipate thé desired outcome or ranges of
outcomes to be accomplished within the decision-making space of
those responsible to carry it out. The curriculum is interactive, that is,
it is the sum total of interactions between pupils, teachers, materials, °
time, and physical settings in the school environment.3? It is known,

. knowable, and capable of being improved if it is conceptuahzed asa

series Of interim, successive, and cohtinuous decisions, the sum-
mary of which is its configuration or shape. A configuration estal- .
lishes the parameters of what has been selected: A curriculum per-
forms the same function as a budget. It should answer the question
of priorities. In instructional terms it answers the question, “Of all
_the things that could be learned, what are thg things that must be
learned?” It is recognition of the fact that priorities are required be-
‘cause human beings don’t live forever and they don’t stay in school
for more than one-fifth or one- sixth of their expected lifetimes. Fi-

. nite existence and limited time require prioritization of outcomes.

‘That in turn requires a configuration which seeks the most effective
and efficient application of the critical elements interacting to ac-
- complish the desired and validated ends.
While the curriculum cannot be exclusively spontaneous per se, it
can include and promote pupil spontaneity within specified rariges
of desired outcomes. Curriculum serves as the reference pomt for

52 Philip W. Jackson, !"The Way Te:zhing Is,” in The Way Teaching Is (Washington, D.C.

" Association for Supervisidon and-Curriculum Development, 1966).
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spantaneity and establishes its=meaning within"a total context.33
Once sporitaneity becomes repetitive it leads to a curriculum, i.e., a
decision to repeft a process:or course of actions that maximized
some desired outcomes, whether selftactualization or learnirng how
to type.3* A curriculum exists to enhance the probabilii - that what is
desired-to occur will re-occur with the same or less effort in succes--
" sive applications than when initially applied. In this sense a cur,
riculum is a symbol of economies of scale of time, energy, and re-
source utilization in the schools. It is san improvement upon random .
occurrence or chi.nce. ) '
¢ Quality control must deal directly with the existing curricular con-
. figuration and its assumptions. It must attempt to trace them and to
. " state publicly what they are in order to develop:public anderstand- ...
ing by which the selection process occurs and to be able to retrace
the process of decision-making by which the curriculum cordigura-
" tion'is then subsequently ‘maintzined, changed, or abandoned.

4 Th‘é: Presence of a Decision-Making Audit Trail

A d.e'cisi'on-making audit trail. in curriculum development as a
quality -control mechanism means that the decisions and assump-
tions which ‘led a school system or a school to accept or develop or
charige a given' curriculum configuration can be traced through the
_period of evolution to an existing point in time.3%'It means that cur- -
riculum ‘decision makers can retrace the assumptions, compare the
results produced to the desired results, and find a logical starting
point to engage in systematic altergtions in the curritulum. - '

Instructional leaders and supervisors should be able to take the
results of an audit trail search and apply them to the selectian or

" tejection of specific content, methods, plot interrelationships or en-
gage in a logical process of changing them. Directions to teachers
can then be'of the inclusion/exclusion type such as ““do this, don’t do
this,”” or they can be qualitative/quantitative; such as,”-do more or:

less of this.”” At the present many school systems have difficulty in
adequately utilizing test results because they do not know the ‘de-
gree to which the test reflects the .existing or real c¢urriculum: Tt is -
therefore impossible to igsue anything but exhortative directions in
this state of affairs,- or “’try harder,” .or “do better.” Under these
3 Fenwick W, English,” Can Spontaneity Serve as a Curriculum Base?”’ Educai'i‘onal
Technology, 12:1 (January, 1972) pp. 59-60. :

34For a different reference point in curriculum conceptualization see William F. Pinarand
Madeleine R. Grumet, Toward a Poor Curriculum (Dubuque, lowa: Kendall/Hunt Pub-

; -lishing Company, 1976). . ; .
_ 3Pinar and Grumet use the autubiographical approach in having an individual student
. retrace critical assumptions to a point in time. It also brings to the person’s conscious-
ness interactions which have been significant. lbid. ' .

B

- . - h

v

N %

(4

O

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

_education admnmstratxon/supervnsmn in the prachcal arena in whxch

.37David Vidal, “District in Brooklyn Refux

o

circumstances teachers may translate this message as "teach the
test.”% 3 This means that the test makers have written the®cur-
riculum and it is the test that Ras developed the curriculum config-
uration. The test designed to ascertain the achievement of the desired.

ends has now become the end itself, a clas$ic problem of substitutionin

ed ucat:on ) : _ .

- (5) Data Specification, Production, and Utxllzatlon

" Almost -an endless variety'of data can be produced about any-
thmg Data requlred by quality control standards must be developed
for decision making purposes. Peter Drucker differentiates between
“controls” and “controi.”” Drucker notes that “controls” is not the
plural ot “control.” “Controls” mean measurements and informa-
tion: ""Control” means direction. Lots of information does not pro-
vide “control,”” or in Drucker’s words controls do not provide more
control 38

Quality control is concerned about dlrectmn and results. The deci-
sion making space assigned to the decision makers must be specified.
If certain decisions are required, what kind of'data should be
gathered? Drucker further notes that information required’should
relate to the principle of parsimony, i.e., the least amount of informa-~
tion requxred to make the most reasonable determination from it.
From this concept data should be generated as a response.

Too often data is useless and offers no help in the decision-
making process. Decision makers must specify a priori the ranges
and types of decisions which are required so that quality control can

_function all the way through a project or program and'that the data
produced on an interim basis is useful and germane to the final deci-
“sion making efforts. : : 3

The difference between using data’fo make decxsmns and using

~data to draw, conclusions should be clarified. ¥ Decisions are, forma-

tive in nature often they are or can be made without data. Conclu-
sions are surimative, they represent some final or near final judg-

"ment or assessment.’ A decision represents a partial closure,- some-

thing that will stand until or unless something betier comes along
or until netv information is produced A conclusion is rarely made in

m"junie Brown, “Teacher Claims SchoolCheated on Test,” A tl\«_mta Journal, April27, 1973,
»s New Tests,” Nm'.Y(lk;)Timcs, March 19,

1977. .
38Peter Drucker. meaqwncnf (New York: Harpug and Row, 1974) pp. 494-505.
9jerome A. Popp, “Paradigms in Educational Inquicy,”” Educational Theory 25:1 (Winter,

1975) pp. 28-39, as cited in Richard Kendell and Dav R. Byrne,’ Thmkm}, About the

Greenﬁeld Griffiths Debate," UCEA Review 19:1 (October, 1977) pp. 6-16. >
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Figure 1

' \

Types of Decisions Which Define the Decision
- Making Space of Instructional Personnel As It

Relates to the Management of Curriculum
Decision Type

.v'adlicy

Qperatio'nal
Precedential

-

' Renewal

¢ -

Termination

.

Decision Content

—general ‘guidelines for
specific  instructional/
curricular decisions of -an
inclusion/exclusion basis;
defines what will be dealt
with as a matter of
classification/categorization;
(this is that kind of problem)

>

—specific decisionsabouta
course of action, a selec-
tion, an appropriate com-"
bination of actions to ob-
tain desired results (this
kind of problem requires
this kind of solution)

—decisions abSut continu-
ation' of efforts, changes
necessary as the resylt-ot
application of initial re-
sources, alternations in re-
source manpower flow
(this solutign -adjusted this
way will reach th)‘ defined
objectives)

- —decisions to abort chosen

. courses of actions as so-

lutions due to (1) attaining
tha objectives or (2) chronig
inability to attain the objec-
tives even after adjust-
ments based upon feed-
back (This solution has
failed ,to achieve the de-
sired results even after
specified programmaticad-
justments.) -

L24

i

o

Decision Data
—definitive types of data
sources such as egabling
legislation, judicial opin-
ions,«polls or surveys or

_theoreti Al schemes

-—administra{iveqdii'ec'-
tives—research results
which reveal appropriate-
riess of responses in the
past to problem -
—needs assessments
—Delphi inquiry/surveys

—case studies

s . S
-—research on initial out-
comes obtained-compared
to desired outcomes "re-
sult proximity”” - -
~—anecdotal/unobtrusive
data ‘which serve as
benchmarks towards de-
sired results

—administrative directives
as political responses
—data from research after .

. programmatic adjustments-

tail to indicate closing the
gap between actual and
desired results.
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most educational managers now find themselves. Reality is so: fluid

and moving and complex, that conclusions rarely seem appropriate.
Here are some of the considerations that seem appropnate in defin-
ing.a c\gnculum leader’s or instructional supervisor’s decision making
space..(Figure 1) ~ :

On paper the delineations between policy and operational deci-

~ sions can be easily made: Boards of educatian’ gstablish policy. Ad-
* ministrators and supervisors can then carry out or implement three
basic types of operational decisions. A board may be committed to ™.

having children learn hpw-to read as a goal. The method may be up
to-the professional staff who may initiate orogrammat:c responses

~ which are then reported and perhaps adjusted .or* terminated de-
pending upon their success. The board has decided that reading is the -
.desired outcome. The staff defines and 1mplements the proper pfo-

grammatic response. However, in pragtice the lines become blurred.
Some boards may not haye adopted any outcome or results ori-
ented statements. In the absence qf clear outcomes 'the profes-
sional staff_may create a policy-level decision by a series of actions
which are related by topic or procedural rule. Standard operating
procedures (SOP) based upon precedent cften have the fuuction or
impact of policy Jevel decisions. Sometimes they may even work
contrary to stated policies. Such procedures or rules become guide-

lines by which problems are classified, sorted, dealt with, avoided

S

t &

or addressed. The staff may develop research and evaluation

strategies, that produce data that is neither contrary to & stated or
unstated policy and which dées not =inforce, affirm, or deny a pol-
icy.“In which case the evaluat:on may create an informal polxcy by

default.

Many boards of educat:on routinely deal with operational decisions _

" regarding ‘precedential actions, renewal, or termination decisions.

Sometimes they do not use the appropriate data but instead rely on
data which supports or denies a policy. For example, when the reading

*, program:scores of’ students are shown in stanines, standard devia-

s .
tions, means, or,T scores the’board may decide to renew the same
approach’ or expand it because. parents,’ staff, or students "like” or

actual prégrammatic adjustments which may be requxred The absence
of adequate outeome statements in board ‘policy often leads to such
statements. being established by the means uhlxzed to measure the

. results of-the program.

In the adoption of standardlzed ‘tests the.contént and method of

- “favor the program.”.They do not depend on the data at handto make

analysls as well as the assumptions regarding achievement of students

21
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are classification/categorization_decisions." Sometimes board policy
* statements may exclude some kinds of opgrational decisions such as

statements that boards may be in favor of integration, but opposed to

busing. 4t - - .

The decision making space given a principal or supervisor of instruc-
tionis defined by the kinds of decisions'he or she will be able to make.
For example, Superintengent Smith will decide when a given solu-
tion or course of action has failed and when it should be terminated,”

" or"Supervisor Jones will decide on the manner in which the selected
soluction will be ‘adjusted programmatically and the timetable for that
adjustment.” Data. produced under a quality control plan for cur-
riculum developmrent will specify these kinds of decisions.

~

(6) Controlled Implementation ‘

. . .
A quality control mec_hanis'm in curriculum development mean$that
the curriculum is configured to produce the desired outcomés. The
critical variables are identified prior to implementation. There is a
controlled implementation.*? The curriculum identifies that which it can’
mediate or control and that which it cannot. The-curriculum may -
identify the sequence of events or steps of introduction, it may specify
the pace to be utilized, the teaching method to be used and related
materials. It may provide samples of examples of student reaction. The
- interactive process, the process of translation into practice is the respon-
sibility of the classrootn teacher. It is'the classroom teacher who reads
the faces and cues provided by the students and makes pacing, erial or
content adjuétments. It is the teacher who ‘must dqtide the degree of
repetition required or necessary. It is the teacher who makes the
decision to terminate or adjust a sequence of instruction. The
curriculum can specify the ranges of-adjustments possible and/or de-
sirable, or identify ;ranges of interactions that are less effective in
producing the desired results. All curriculum’ must eventually become
interactive though perhaps in its native state it is inert until and unless it-
becomes interactive. The liaison from one state to another represents -
the efforts of teacher use 1nd intervention or ateacherassigned surro- _
gate such.as a teaching machine.
Another name for the interactive curriculum is instruction. The antici-
_pated outcome of instruction or interaction between the student and

_ %0See Oscar K. Buros, “Fifty Years in Testing: Some -Reminiscences, Criticisms, and
Suggestions,”* Educational Researcher (JulysAugust, 1977) pp. 9-15.

* 4 William E. Farrell, ““School Integration Fight Hardens in Shift North,” Nm[v York Times,
-t May 13,1974; © . : . ‘
’ 42Gee also James E. Connerang Leon M. Lessinggr, “’Quality Control: The Missing Link
, in Educational Managemegt.”’ SEA/Staff Development Project, Council of Chief State
School Officers. (Washirfon, D.C. 1976) 9 pp. . K
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teacher is Ieammg The curnculum is the specification of the content
and a curriculum configaration may include components of or cues
‘about instruction. Some curriciium theorists have developec. disd#ih
for the curriculum development process, believing that a priori distinc-

./ tions lead to artificialjty, rigidity, allienation and discontinuity in learn-

ing.43 They prefer to build a curriculpm from the interactive process
per se as holistic viewpoints i7ith the selection of methods: which

- provxde a stimulus for a personahzed experiential base for the learner

which is the curriculum.** There are other phllosophxcal objections
posed to the curricutum being developed a priori such as the fact that it *
appears to dampen spontaneity and leads to an emphasis upon rote
work passingas learmng i.e.,it leads toknowledge but cannot leac to
wisdom.
Patrick Suppes has parhally responded to this ob]echon when he
said; .
* 1t is often thought and said that what we most need in edueation
iswizdom and broad understanding of the issues that confront us.
" -Not at all; I say. What we need are deeply structured theories in

i education “hat drashcally reduce, if not elirninate, the need for

{isdom. | do not want wise men to design ot build the airplane !
fly in, but rather technical men who understand the theory of
aerodynamics dnd the structural properties of metal.”+$
Within the confines of the quality control function in curriculum
development more precise theories can be formulated and tested.
However, the developers must be precise’ about their terminology,.
what it is they are attempting to do, what solutions have been selected
‘and why and what the expected outcome or ranges of outcomes will
be. Even the ranges of spontaneity and creativity can be defined,
though such definitions may vary over hme the sante way accepted or
emerging definitions of geeat art, musié, or theatre v vary over time.
Controlled implementation does not imply rigidity, but precision of
.definition, of situational variables involvec, of the interaction process
and how and where the outcomes were realized, varied or not ob-
tained. Controlled implgmentation nieans that not only the decisions '
Which gave rise to the solution pfid strategies for realizing the results
(were) promulgated, blt that the context of 1mplementahon was accu-,
rately and adequately described to provide a web of meaning’in which

" renewal or termination decxsxons can then be made and traced Control

.

43Herbert M. Kliebard," Reappralsal The Twler Kationale, Chapter Five in Curnculum
Theorizing, W, Pinar (ed.) (Berkeley, California: MLCutchan Pubhshmg Corporation,
1975) pp. 70-83. . .

44Pinar and Grumet, op. cit.
45 Patrick Suppes, “The Place ofTheorv in Educational Rescarch Educational Researcher
9 ;- .

3% (June, 1974) as cited in Kendell and Byrne, op. cit. p. 9, ,
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may not and probably will not ever result in the ability to totally
manipulate a given response. Control implies the sarne kinds of ap-
proaches to schools and learning as to ecology, i.e., being aware of
certain principles or laws of balance, cause and effect, within.a hu-
manly created situationwhich is largely artificial in the sense there may
be no real “natural”’ balance, though this too may be questioned.

(7) Feedback Demand and. Analysis - .

Quality control requires feedback about results and an analysis of

. that feedback. Ii»w close did the curriculum configuration come to the.
g

desired results? Within & quality control situation feedback is de-
. manded, it is anticipated and specified and compared to the results
desired. All renewal decisions shbuld be based up6n feedback demand
of results. All changes should be grounde'd' in feedback data. There is
. little that is optional about fecdback demand. Only precedential deci-
sions can be initiated without feedback demand present. All others
require data or feedback as the prerequisite step. ‘ . .

The reason for the stringency of this requi
educational decisions once made are”perpetwated despite the data and
despite feedback results indicating that selgcted curriculum configura~
tiuns are n®¥ working. Quality’ control must beestablished which
requiré€’s attention to feedback. Within a stringegnt quality control sys-
tem no renewal or termination decision can be made without it. ™.

-Of course, this requires a different assessment of the role of testing.
Few school districts have any idéa the degreg.to which their stand-
ardized testing program 'reflects the real curriculum or is the real
curriculum. Test gesnits are therefore not_considered programmatic
feedback but summative conclusions. As c&nclusions hotv can theybe
improved? " . - Y 4
- Quality control in curriculum development envigions tests as means
or feedback to assess the efﬁcagy of programs, and given-curriculum

¢onfigurations.- The test cannot be a configuration. It is a refle¢tion of

the existihg one. It shoyld be known within a quality control systemin
* curriculum development the degree to which any given test battery or

batteries overlap and include or do not include specific curricular

objectives. It should be known what segments of the real curriculum

- are not assessed and what specific areas of the test are irrelevant to tbe
existing, curriculum configu'ration.'For this to be made known it is
imperative that the “‘réal’”” curriculum be known.

(8) Successive Approximation Based on Minimal Discrepancy*®

& 4For a review of the concept of discrepancy as used here see Roger A. 'Kaufman.

Educational System Planning (Englewood Clifts, Now Jersey: Prentice-Hall, 1972).
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.. Quality controlin curriculum development insures that there will be

- a minimal discrepancy between actual and desired results. It has-in-
sured adequate definition of results, accurate assessment of the status
quo, configaration of resources, the creation of a decision-making

~audit trail, data specification and production/utilization, controlled

implementation, and feedback deémand. The effectiveness of the qual-
ity control process is that there is the least possible discrepancy bé-
tween desired and actual results. That there will usually be 2 discrep-
ancy is assumed because the process of selection, observation, and
decision-making is filled with error possibilities of initial perception,
process, and subsequent adjustments based-upon feedback. But this
largelyself-correcting process is public and with successive application *
should reduce the discrepancy not to some absolute state but {0 ac-
cepted ranges of tolerance. The accepted range of tolerance may con-
tain a paradox such as the detinition-of full employment as that in
which orly” 4-5 million people are unemployed. A fninimal discrep-
ancy is therefore not an absolute statement but a relative one, and it is
one that is continually re-examined. : '

(9) Establishing and Maintaining Cost'Standards

Quality control not only implies learning results but these are de-
fined with agreed upon cost indices as well. Monitoring the process
should produce feedback that enables adjustments to be made so-that
resuits of the least discrepancy occur within the agreed upon ranges of

. cost established at the outset. Q

This approach differs markedly from'the viewpoints of some who
simply say that society must pay no matter what the costs are. Some

_....school districts now run in the red. Many systems have lost much of
“their capability to control costs and simply pass the buck onto the state

legislature or the federal government.*” Taxpayers in some states have
simply chosen to let the schools stand idle in the school year rather
than continue to pay for schools which they pétceive to have rio
adequate cost control mechanism,*%, % ot to allow the schools to ab-
sorb severe cutbacks in staff and services.5, 5! Said a former bo:.rd df

475ath S. King, “Chicago Schools’ Deficit To Force Early Closing.” New York Times May
30, 1976. S -7 . . '

484Closed Schools in Oregon District Pose Dilemr‘.\a for the Taxpayers,”’ New York Times,

. November 8, 1976. :

49Gene [. Maeroff, “School Problems of Toledo Found in Many Other Districts in Ohio,” -
New York Times, November 13, 1977. ~ , '

-$9Reginald Stuart, “Cut-Back Detroit Schools Open in Air of Uncertainty,” New York

" Times, September 9, 1976. .

51"East Ramap» Tax Meets Opposition,” New York Times, May 4, 1976.

i
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education member in the District of Columbia,” Congress has bcen
damn generous to the schools of D.C. And Congress has been damn

_stupid in not asking what they are doing with all this money. There is

1152

no money problem. You cannot finance a rat hole.

The establishment of reasonable and valid cost indicators in which
the idea of-guality control is both a matter of achieving results and
doing so within agréed upon cost indices, go hand in hand.

Curriculum Mapping: Discovering the Real
Curriculum As a Bottom Line

«

The real curnculum consists of two parts: the content prescription
and the interaction description. Due to the fact that most curricular
guidelines are very global, the content prescription in many school
districts leaves. to teachers almost total responsibility for selection,
variation, iteration and pacing. Large chunks of the content there-
fore fali into the interaction description. How then does a school or a
school district achipvé any econoiny of scale via coordination and
articulation? Where and h‘}w is the necessary school wide or system

. wide degree of tepetition ‘decided or does it occur by default? How

are problems which result in variations in terminology, pacing, itera-
tion and selection handled and resolved? How/ isfit ensured that stu-
dents do not suffer as the result of either no machinery being avail-
able in the system to hand:e the problem, and/or teacher freedom to
engage in selection and vanahon"

The cellular isolation i teachers in schools and the profession’s
long history of idiosyncratic response-to change enhances the school
and system wide problems of curricular/instructional coordination,

laterally and vertically. Intelligent decisions about changing the cur-

riculum should be based upon an accurate description of the status
quo. Curriculum guidelines, behavioral objectives, course outlines
are all descriptions of a future desired condition or set of conditions.

- They are not the status quo. They are not the real curriculum, either.

the actual content or the interaction process bridging into learning.
The real curriculum represents the bottom line, the “thing” that is or
i rot coordinated, articulated, alive, repetitious by design or de-
fault, or economical. Most curriculum development efforts do not
engage in quality control procedures. Instead they, are efforts in

philosophizing about policy, classifying or categorizing discussions, -

52 Lawrence Feinberg, “D.C. Schools: Is Money the Answer?” Washington Post March 7,
- 1971. - : .
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and .new efforts to describe a new “future” or new guidelines. Data

\ is rarely gathered to carefully examine an existing configuration in-

stead of assuming that the guidelines represent the curriculum and

_ the curriculum should be changed by developing new guidelines.

- The “actual or real curriculum may never be touched in the cytle of
updating curriculum guidelines® :

‘The process of quality control in cur.iculum development de-
mands an aceurate and valid assessment of the real curriculum. It is
primarily aimed at finding out, for better or worse, and without
penalities, the actual content of the classroom and the ranges of the
>interactive process most often utilized in the learning process.

There are two emerging approaches to curriculum mapping being
utilized. The first represents an approach to involve teachers in
mapping their own classroom curriculum by having them put to

,  Ppaper the actual content and ‘interactive process of their work with

2 children. One example of a format is shown in:Figure 2 although -
there are a variety of formats possible. The touchstone to the devel-
opment of a format should be simplicity and parsimony. The form
should not require any more description than is absolutely necessary
o answer basic questions about the real curriculum.

There are several practical and theoretical problems with the utili-
zation of teachers to map the real curriculum. It is assumed that in
curriculum mapping with involved teachers that the classroom
group or classroom is the unit of analysis. Then-if all of the class-
rooms are put together the fabric totally would be the curriculum of
the school, of the elementary or secondary schools, and eventually.
of the school system. If the unit of analysis is actually smaller, i.e.,
to instructional groups within classrooms the picture provided may,
not be accurate. ’

Another problem is that because curricular guidelines are vague
teachers are continuously negotiating their decision-making space.
After all their autonomy and independence rests upon their ability
to individually decide upon these matters. Thompson cites the work
of Stryker in analyzing why curriculum revision attempts at the uni-
versity faculty meetings usually are not successful. While curriculum
decisions should be made in the inierests of the students, they most
often hinge upon the interests of each faculty memggr. Given this
situation it is necessary to work out a series of compromises infor-
mally and individually.5* One must assume that what the teacher,

s'Sheldon Stryker,” The Collcgial Orga'nizatinn: Some Dystunctional Elements,” \ Jork-
ing paper for Seminar in the Sucial Science of Qrganizations. Pittsburgh, June, 1553
(Mimeographed) as cited in James D. Thompson. Orgavnizations in Action (New York:
McGraw-Hill, 1967) p. 141.
> 27
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Classtoom Curreulum Mapping Worksheet

-~ Figure2

\

'{Content Definition and Scope
|(describe generally what you teach
by tapics or sub-topics)

Content Variations/Interactions

(describe the major variations and

(Intezactions which are expected to
occur orhave occurred.)

| Expected or Actual Outcomes and
Elapsed Time

(describe the expected or actual out-
'| comes obtained—you may use the
categorization of cognitive, affec-
tive, or psychomotor if desired)

Methods {)f Assessment/
Correlation to Current. .
School/District Testing
Program |
(describe the degree to which the
outcomes are assessed under the
current school or system testing
program)

Textual and Other Materials
Utilized as Teacking Tools
(describe the major text and-other
| significant references utilized)

shool . " grade . subject,
. Y : .
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says the curriculum is, reflects the true curriculum. Errors may be

caused by distortion or by simple misperception. Still another prob-
lem is that the approach to involve staff is time consuming, often

. tedious, may require some in-service training to learn to handle a

new language, and may involve individual and group negotiation
skills. The latter kind of skills are not usually learned by teachers
because they operate in isolation from each other on a daily basis. In
some instances teachers may not be capable of filling in the form.
This fact cannot be construed to mean that nothing is being taught

. “orlearned.
“The expert’s inability to describe fully the basis of his awn per-.

formance has also emerged in recert work in cognitive psychol-

- ogy, work that attempts to simulate the performance of expert
performers of complex tasks. Skilled performers of a task cannot
always describe well what they know; even more rarely can they
describe the psychological processes called upon when they use
their knowledge; and they are further still, in most cases, from
being able to describe how they acquired their expertise—how
they changed from novices to experts.”** .

As teachers are involved to map their own curriculum there isa great.
temptation on their part to want to put down what they “think’ the

administration may desire, or to copy.the material from the system

curriculum guide or state handbook or textbook. Great insistance upon

accuracy will require that whatever the teacher does or does not do be
represented without penality or perceived penalty. The degree to
which teachers feel, real or imaginary, that penalities may follow their
revelations about the real curriculum, is the degree to which distortion
may be part of the description of the curriculum. '
Still another problem is that even if teachers can accurately describe
the curriculum at any given time, it may in fact be the sum process of
interaction and be moving. Reality is that there is no actual firm status
quo because the status quo is fluid. While thisis true, insistence upon
an accurate assessment at a given time will reveal the ranges of variation
within the same segment of the school system and the degree or lack of
degree or coordination at a giveri moment and much like a standard
deviatilo'nf the information it provides is extremely useful in designing
efforts to more closely coordinate the real curriculum. :
The baseline information derived from a teacher constructed cur-
riculum map is a starting point for an analysis of the vertical cur-

o

ssLauten B: Resnick, “The Science and Art of Curriculum Design.” in Strategies for
Curriculum Development, J. Schaffarzick and D. Hampson (eds.) (Berkeley, California:
McCutchan Publishing Corporation, 1975) p. 43. ’
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riculum. 5% Mapping involves largely a description of the lateral cur-
riculum. The vertical curriculum is the plan of unfolding of a subject,
topic, theme, or area, K-12. It contains the logic and theory of pres-
entation, order, iterafiqn and complexity. To have teachers worry
about the vertical curriculum as they attempt to map may introduce -
a”significant amount of distortion into the process because a cur-
riculum guide may be written-and not a map. Teachers should only
worry about describing their own area, and not about whether the-
total map (the vertical curriculum) makes any overall sense. That is a
central responsibility. In small districts it is the responsibility of the
sup’erinter]dent, and in larger districts the function of supervisors or
directors of instruction. * . S
Itis within the appraisal of the vertical curriculum that articulation
and coordination problems are approached. This appraisal involves
a search for the plan of unfolding or development. The plan should
- contain -the assumptions utilized and the resolution of existing
theoretical issues present. It should take into account something re-
garding learners and learner motivation. A curriculum map should
serve as the-basis for the creation of a vertical curriculum by using it
to examine the inconsistencies, duplication, and gaps revealed. One
~ example is provided of a small district’s social 'studies curriculum.
After the lateral descriptive work had been completed, a review of
the curriculum vertically is shown in Figure 3. ‘ :

& T . '

._/.’ ‘ _ , ,

P

*5This section has been revised and extrapolated from Fenwick W. English, “An
- Analysis and Cricique of the Compendium of the K-12 Sct.pol District Curriculum of
_ the Hastings Public S<hoots, Hastings-on-Hudson, New York.” December, 1977. -
" (Xeroxed) 15 pp. _
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Figure 3

The Vertical Curriculum in Social Studies
Denved from a Lateral Curriculum Map

ﬂdrade
K

=N OV I S N

10
11-12

I - /

" Content/Topics Studied

. ’ . . - . il 3 . L. .
. —social organization, family, school, economic organization

—local envi-onmental studies, family farm life long ago

—study of local communitys.

—geography: types of environment, climate

—American people, discoverers, explorers, Westward
_ Movement .

—cultures (Indlans Europeans, Africans in Western Hemi-
sphere) Canadian settlers, South Americpn today, ur-
banism, growth of cities, industrialism, American values

—basic geographic terms (maps and globes) ancient civiliza-
tions.of the Middle EastMediterrdnean, archaeology, the
Dark Ages, the Vikings, [slam, Mi{dle Ages, Christianity,
. emergence of nations :

—the individudl and society, economic system, commumca-
tions, rural America (colonization, Westward Expansion,
Civil War, Reconstruction)”

—growth of urban America, industrialism, immigration,
Twentieth Century, minority studies (map and graph
skills) : . :

—world studies (Soviet Union, Africa, Asia, and Middle
East) '

—Rennaissance/Reformation, modern Europe’

—Ammerican Hlstory (immigration, "American Revolution, the
Jackson Era, Pre-Civil War, American lmpenalxsm The
New Deal, Cold War .

—Modern European History ° .

—Pro]ect Advance Psychology

—Anthropology

—City and Suburb, Urban SOClety

—Contemporary Political Concerns

—Pollution, Environment, and Society
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A perusal of merely a content analysis does not reveal an obvious
logical plan of unfolding or iteration. Certain topics are repeated as for
.example urbanism which is studied in grades 6, 8, and 11-12, West- -
ward Expansion which occursin grades4and 7, geographyin3, 6, and
8. While-the degree of iteration could be explained as building upon
prevxous knowledge and skills, this explanation would be more feasi-
ble within a logical plan of development which was not present. '

Within this social studies verticai curriculum a student begins in
kindergarten by studyir:g the family and moves on to farm life and his .
or her local community. By grade three he or she is examining geog-
raphy and climate, and in grade four is into the American people,
discoverers and explorers In grade five, however, the student jumps
ffo South America today, considers urbanism_and the growth of cities
and the impact of industrialism. In grade six the student returns to
geography and examines the ancient civilizations, the Vikings and the-
emergence of nations. In grade seven the student returns to rural
America and the colonization and Westward Bxpansion again and the
-Civil War. In grade eight the'student is back into Twentieth Century
looking at urban America and industrialism with more training in
geography skills. In grade nine the student is exposed to the Spviet
Union, Africa, Asia, and the Middle East, and in grade ten is sub-
merged in the Renaissance and Reformation t» modern Europe. Finally

. in grade eleven the student reconsiders the American Revolution,

Pre-Civil War days, immigration and the New Deal and may opt for
elective courses in psychology or anthropology or again examine urban
society, contemporary political concerns or pollution. If there is a plan
of unfolding in the social studies curriculum K—12 from the example it
is hard to imagine what it is. It is certainly not chronological or thema-
tic, K—12. If it is a spiral it is hard-to conceptualize it as such. It appears

- to be topical, but without any logical ‘plan of unfolding topically.

A perusal of the district’s curriculum guide might reveal a logical
plan of unfoldink. A comparison to the actual or real curriculum may
make a shambles of the guide and any logical plan of development.
While repetition is 1 key tothe reinforcement of critical skills. Itisalsoa
factor in promoti::g student boredom. How manygtimes is urbanism
studied! What is the degree of overlap? Is it plan d and articulated
iteration or merely duplication by default? These kinds of questions
should be asked in using an accurately develuped curriculum map.

- Why is vertical articulation so difficult to achieve? One reason is the
isolation of schools from each other. Another is related to the
emergence of the curricular subjects as distinct entities at the secon-
dary level which are not always found at the lower elementary grades.
But perhaps the most difficult is the existing decision making space of

_the classroom teacher and the problems of achieving a balanced cur-

.32 ' . " -
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_riculum within the existing prerogatives of all teachers to make curricu-
" lar decisions. The constrtiction of the vertical curriculum involves

negotlatlons between individuals, “departments, and schools. The first
step is to create an accurate picture of the status quo so that the reality
of any discontinuities are clearly indicated. Too often, detected incon-
sistencies 1ntu1t1vely grasped by parents or students can be explained
away, and-there is a great temptation to do so because the pro.ess of

' building a yerfical curriculum involves extensive interpersoral and

mtergroup‘tollaboratlon Without understanding this dimension,

“merely directing the currictilum to’be ’ ‘coordinated” across ‘the de-

partments’énd buildings will be an exercise in self-deception not to
mention futility. It is shadow boxing with the real issues of curriculum
articulation and coordmahon At the roots of-any discussien about the
vertical curriculum and building articulation are questions concerning '
exclusion/inclusion, . iteration and logic of presentation. Without‘a
sound rationale being developed and with no_pressure to find or
develop one, the .curriculum is merely a potpourri of “things” -on
display, much like a museum.

If curriculum development is to be an aspect of quahty control, ©

curriculum mapping is an essential aspect of creating it. Quality control
must deal with reality rather than fiction. It must begin with an accu-

rate assessment of the status quo. However, quality controlis a system

wide problem, -a problem of management. It is only an individual
teacher problem when the information gathered in mapping will assist
teachers in their jobs. As Dan Lortie has noted in his analysis of
teachers, teacher goals are not necessanly system goals. The solution
to a system problem may not be a solution to a teacher perceived
problem.5¢ As Harry Wolcott stated in his case study of a PPBS system

“that failed, “Teachers will tnost readily accept those changes that offer
‘solutions to teacher problems.” 57

If teachers are to be involved in mapping, the notion of quality

- control has to offer some solutions to teacher perceived problems. It is

felt that mapping offers possible solutions to the following kinds of
teacher perceived problems. ' ‘

(1) Pupil Unpreparedness . L

The estabhshment of an agcurate lateral curriculum map enables :
teachers to see where certain gaps are occurring and to understand

. why pupils are not coming to them well prepared in certain curricular

subjects or skills. Many-times curricular adjusiments can be made

s6[Jan C. Lortie. School Teacher (Chicago: Umversi?y of Chicago Press, 1975) pp. 109-110.
$7Harry F. Wolcott. Teachers Vs. Technocrals (Eugene, Oregon: Center for Educational
Pollcy and’ Management 1977) P: 245,
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-

without any further expenditures of money. A lateral curriculum can
lead to adjustments in the vertical curriculum that result in_better

" . coordination across grade levels and/or between schools.

-

(2) Pupil Di.versity and Instructional Alternatives

- Adequate curriculum mapping which leads to a more precise cur-
_riculum can_assist in both identifying pupil diversity earlier and in

" serving as a stimulus for greater curricular/instructional diversity. It is

much easier for uniformity to exist in the framewotk of vague mstruc-.
txonal expectations than within specific expzctations.

(3) Schoo!l System Responsnbnh‘{to Provide ‘Adequate Resources

The development of an accurate curriculum map will help teachers
t_sort out their responsibilities within their decision making space,
and to fi responslbxhtles of ‘other officials within their space for the
adequate allocation of resources to close identified gaps. As the respec-
tive decision making (§paces are defined, it will be impossible for any
one group to have to bear the brunt of being solely accountable. The
creation of the map will indicate the interrelatedness of all roles and

i""responsibilities in assisting pupils to learn.

(4) Realistic Expectations of Teacher Impact
- Sometimes the source of anxiety is due to vague€ expectations of
performance that are not clarified. The process of mapping often
clarifies expectations and teachers begin to see that the range of their

_responses or behaviors is compatible w%gfn the range of expectation.

Thisleads to less anxiety and more productive use of existing teacher
talent. .

(5) .A Base for Collegial Interaction and Collaboration

The creation of an_accurate lateral curriculum map can lead to the
creation of staff working groups of a collaborative nature that lead toan

- articulated curriculum. Relationships are developed by which negoti-

‘ations can occur to alter the curriculum in the future within the kind.of
human dynamics that are too often absent i in dxscussxons about cur-
riculum change. '

Lastly, curriculum mapping is a here and now task. It is mappmg
what the teacher is now doing, not forcing them to engag# in a -pro-

longed consideration of some future desired state. As both Dan Lortie

and Harry Wolcott have noted; teachers time orientation is the present.”™
Mapping is dealing with the present, the actual as opposed to the
hypothetical curriculum. Furthermore mapping as an activity recog-

34
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nizes the implicit fact that much of thé curriculum consists of spon-
taneous interactions between teachers and students, and is therefore a
recognition of the autonémy that teachers already possess in most
school systems. . ' o
The second approach to curriculum mapping is observational. It is
an-attempt to construct the actual curriculum via an obsetver in the
" classroom rather than have the teacher map the curriculum. As such it
has some distinct advantages over the former ap' roach. However, it
will be only larger school systems with adequate &vels of supervisory .
staff present that will be able to approach on any large scale curriculum
mapping by observation. v : , .
Ore school system that has pioneered'in this approach is East Baton
‘Rouge, Louisiana.58 They are already. discovering the severe-demands
placed upon the staff for adequate time in classrooms to obtain an
accuraté picture of the real curriculum. In most cases the approach will
‘utilize the classroom as the basic unit of analysis. Figures 4 and 5 show
Baton Rouge’s curriculum mapping observational cards. Problems
with the observational gpproach are that some observer bias has to be
present as well as intertobservational reliability factors. This may in-
troduce a second possible contaminating source of distortion. East
Baton Rouge has taken some imaginative steps to combat these generic
problems. Plans are underway to reduce inter-observational bias
through simultaneous observations and correlations of results. Valida-
tion procedures to insure quality control are presently being consid-
ered and developed. Sampling procedures are being designed to in-
sure a sufficient numbBer of observations to assess both what is taught- -
“ard how it is taught.5® N
The advantages to the observational approach are that it does not
impese upon teacher time.and recognizes that even if teachers map
the’sr own curriculum there is a. difference between good d
ard good teaching.5® The disadvantages are that adequate
may require extensive demands upon instructional/superviso
"It mey also be viewed as an overextension of administrative atth
in the teacher’s historic decision making space. The climate in whi
. mapping occurs will do a lot to taint its impact with the teaching staff,
The benefits from curric’lum mapping are expected to bie as follows
(1) Data is generated about what the actual baseline or bo tom line isin

5"”Eleméntary Curricular Mapping,* East Baten Rouge Parish Schpets” Research and
Curriculum Development Departmental Staff,” Octdber12,1977. (Mimeographed)

- 3pp- . . : . .

$5Derived from- personal correspondence from Helen Brown and Jack Howell, East
Baton Rouge, December 22, 1977. ‘

*Wolcott, op.cit. p. 220. &
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- Quality Control

Eleme_nfary Curricular Mapping | g
- Subject./__ ‘ ~ S -
Lesson Objective X _».ﬁ___w,_,-,ﬂ«;—__ﬂ.
Teaching . ’ Materials of ;nstruction )
Methods . A=Availagle; U=Used
: e AU _ -
— a. Desk work —L ‘a. Realia
— b. Lecture f 1 b. Film '
— ¢. Demonstration | c. Filmstrip -
— d. Discussion : ~—1}.— d. Transparency .
— e. Recitation ——f—— e. Map-Globe
— f Independer:t . o ——f—, . Teacher
“Study - : ——f—— g Tape
. — g- Learning ——}—— k. Recording
Centers | ——f—— 1. Textbook
. o ~——f-— j. Library books
Organization —t— k. Dictionary
for Instruction | -—— L Encyclopedia 2]
R N . ~=d m. Ditto sheet B
S : B
— Large Group
— Small Group
R — Individual
e =
o SUBJECT MATTER ~ 3
M

“Topic (Example: Community Helpers, Ecology, Topic Fractions,
and/or Syncnyms) -

Concepts and skil! : taught:

Observer __ ... Date*___ _____




B . »

Student Activities Observed

'\) Y -

(1) Educational media equipmentand sdftware visible in class-

. room ’

_ - (2) Educational media equipmentand software in use in class-
room . :

3
@

’

“Indicators of Student IhvoIVement

Activities Tequired student to:

Recall facts

Understand ideas

|

.
Apply knowledge/skills

. Relate subje‘c't to own interests

3l

2, Assist in planning own work

t

. “I‘E}alu'élte own work

¢




.Quality Control

Secondary Curricular Mapplng

-Subject )

“Lesson Objective 2
———_Y_—C“)f_g;rﬁz‘a—tlon Teaching Materials
. for Instruction Methods of Instruction

i - ' Multiple Sources
Large Group Desk work Available
, e Lecture S
Small Group o ——— | Used only one
. : Demonst. Source
Individual i
. . Discussion _ Used Variety of
Sources
Independent B .
Study ———— | Textbooks
Learning a. available
Centers — 4 A
| » . appropriate
SUBJECT How Subject is Being Taught

What is being

ta'ught]‘

Observer

Simple recall
Informed choices
Active role
Application

Dir. Experience
Levels/ability
Relevance
Inquiry

38

Do activities promote:
(Check one) (1-least, 5-most)

1{2]3] 4

Date

[oogog

ape1n

13yoea],




Parish Cumculum Gmde _ ) . N

vadence of Usage:
(where apphcable) w

Recommended gulde Mmadjfications: _——_
Check the appropt’late iterng below for the area of curriculum observed

Hurnamtles

1) mterdlsaf’llnary approach
. (2) rote feamning

()] >

—

Scxence

" (1) inquity aﬂd discovery approach
- (2) memoﬂzatlon of facts

(3) ”

Social Studies : /
(1 appl;catloﬂ to contemporarv Social problems .

- (ﬁ) inquity and development of critical thinking

 — (3) memorization of facts

— @

Mathematics s
(1) application of gkills to realistic sxtuatlons
(2) devefopment of concepts

—_—3) memorzzaflon of facts and rules
. @

English

- (1) skillg studied jn context of reading selegtion
— " (?) skills and raleg studied in isOlation -

- (3) workbook eXercises or ditto Sheets
e —— AN S e et

Student ,Activifies Qbserved:

E}

Additionai Obsegvation: — ©.
6y edu-atlona1 medxa equxor‘rent and software visible in class-

room
(2) edUCalenal Medja equxpmer\t and software in use in class-
room

i~
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terms of content being taught, instructional methods being
utilized, assessment being usec, and results being obtained.

(2) Coordination problems, laterally and vertically, which are repre-
sented in the map are not problems of the future caused by ad-
justments or contradictions in curriculum guidelines, but by the
problems of everyday learning and teaching in the schools. Coar-
dination problems are real problems and not hypothetical ones.

(3) Protlems of curriculum articulation and coordination are not

_solved by drafting new guidelines, but by coordinating the actual

curriculum now in use and searching for the plan of unfolding. The

_absence of a logical plan can lead to both'the development of one

and further curricular change in the real curriculum.

(4) Jnstructional leaders and supervisors are involving teachers and -
other staff in a process which deals with the here and now, the real
problems in classrooms and schools, not in extended dialogue

" zbout the fictional curriculum. The response so far received from

teachers is quite different than the usual response of writing a new

" future-oriented curriculum guide. _ ~
(5) A new definition of the appropriateness of the district’s testing

program is reached. Testing is clearly a means to'an end. Itis a way
to use feedback if the curriculum has been described accurately. Itig
then possible to pair up the objectives within the curritulum to test
items. It is possible to ascertain what part of the curriculum is not
assessed from a test and whnat part is assessed. Testing can then
assume a useful feedback function and serve as a base to modify the
curriculum, methods, strategies rather than serving as the cur-
riculum iteelf. ‘ '

Curriculum mapping is different than drafting a new curriculum
guide. It is quite literally an accurate layout of the actual curriculum in
the classrooms of the schools. Mapping serves not toieliminate choice
on the part of teachers or students but to describe the existing ranges of
choices which are open to teachers and students and to find out what
and how many are being utilized-One source of mapping‘has yet to be
explored, i.e., the utilization of students to describe both the content
and process. This would not occur in an evaluative context, though
that may be perhaps inevitable, but as a descriptive procedure without

- judgment. :

" A school district that has engaged in and constructed its curricular
map can be expected to do the following activities better than those
which have not. '
(1) Alloc; . of Resources )

It is extremely difficult to understand how effective any given re-
source allocation prozedure or strategy in the public schools may be.

\
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Because-the schoolmg enterprise is not based upon outcomes or re-
sults, strategies of: allocation are assigned by formula. Arguments
therefore abound about equality but not equity. Every student receives
the same level of fundmg regardless of need is construed by some as
equality. Formulaé which recognize differences are extremely difficult

to fund and'maintain because they deal with the interests and needs of

minorities. Egalitarianism -clearly has limits as a budget rationale.
Treating everybody the same can be highly discriminatory.

A school district ' which.had mapped the “real” curriculum and
understood where things are located across the school system is in a
much better position to engage in differential funding and to configure
dollar resources to improve weak areas rather than spread the money
across the entire curriculum and maintain both strengths and weak-
nesses. Allocation decisions can pinpoint locations which demand

- update, better coordination, révisions o1 wholesale changes The en-

tire curriculum fabric can be examined in more detail.’
(2) Discretionary Control Over Instruction Is Increased-

. Because the curriculum has been described in sufficiently greater
detailandisa closer reflection of what is really occurring in classrooins,
the closeness between impact and decisions is enhanced. Specificity
leads to precision: The curriculum itself more closely resembles or

" meets the actual parameters of instruction in the schools. Test data can

be utilized more effectively and will relate to results obtained more
closely. Curricular changes can be monitored more effectively and the
need for changes can be'more quickly ascertained as helpful or hinder-
ing the process of instruction. Figure 6 indicates how these delinea-

" tions become clear in the mapping process.

Two.Approachés to Curriculum Developmént |

While there are more than two approaches to curriculum develop-
ment, one seems to be dominant in the field. This would be the notion
that the interactive *arriculum predominates and the actual content is

~ set forth loosely in curriculum guides ' verhaps in texts and tests.

The traditional approach in the field to wrnculum development has
been to obtain copies of the old curriculum guide. The developers
assume that the guide is the real curriculum and write a new guide
which details the new curriculum. The “new” curriculum is usually
culled from texts, tests, plans, notes, articles, other guidelines. Some.

‘attention is paid to scope and sequence, either from the point of view of
logical development or some other type of unfolding or “coverage”

patterrf. A few Jehavioral objectives are usually put in as examples.
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Quality Control
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Hypothetical delineations attained with curriculum mapping between
real/desired curriculum and the testing program.
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Explanation |

| 1. That part of the ealcurriculum and that n the

curriculum guide which are correlated.

{ 2. That part ofthe guide and reelcuriculum

currently assessed by the testing program.

(3. Tha patt of the testing program nat in the gunde

or real curriculum, -

4, The real curriculum not in the gulde or assessed
by the testing program.

/3. That part o the curriculum guide not part of the

* realcurriculum, o
6. The interactive curriculum not assessed by the

. festing program or part of the curriculum
guidelines. -

7. Curriculum content notassessed or in the guide

~ .




- The approach advocated in this publication is that curriculum deve!-
opment should occur within the context of quality control with the
implicit assumption that a curriculum that cannot be managed cannot

‘be improved. For something to be managed it must be responsive,

capable of being enhanced with feedback about results, and cost effec-

tive.

Curnculum mappmg is not cumculum development. It is the first
step a school district should take to engage in the process of curriculum
development. Mapping merely creates the best estimate of the attual -
base line currently operational in the district’s classrooms The stepsin
the approach to mapping were:

(1) Make no assumption that the curnculum guxde has much re-

) semblance to the real curriculum.

(2) Develop a format which will describe or map the real cumculum
following the principle of parsimony.

(3) Consider the interactive or planned interaction between the teacher
and stdent, and student/student, as part of the curriculum to be
described. .

(4) Develop and implement a strategy to describe the real curnculum

: as_the actual classroom content and interaction.

(5) Gather the mapping data on a lateral basis from the unit of analysis
selected té compose a picture of the real vertical curriculum. Sub]ect
the vertical curriculum to the following qiiestions:

(a) Does the curriculum follow astated orimpli€d plan of unfolding
or development?

(b) Is there a rationale for the degree of iteration present? Is-the
rationale being followed, do they correlate? f

(c) To what extent are gaps or holes present in the lateral cur-
riculum or in the vertical curriculum?

"(d) To what extent is the actual scope of the curriculum part of a

stated or implied plan of unfolding? .
(e)-To.what extent does the actual curriculum in use provide for,
o recognize and use test data of pupil accomplishment as a source

. of feedback to reconfigure itself?

() To what extent does the actual curricalum make provxsxons for
eXIStmg pupil differences in motivation, background, achieve-
ment, and other significant dxfferences in learning ability or
raccomplishment?

(6) Begin the process of re-configuration (curricilum development)

Kfrom both mapping data and needs assessment data.®

urnculum development conceptualued as a means to valldated

61Roger A. Kaufman and Fenwick W. English. Needs Assessment: Concept and Practice
(Englewnod Cliffs, New Jersey: Educational Technology Publications, 1978) (in press).
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and desired, student outcomes is the ]")rocess of ¢onfiguring the re-
sources available within the school system (time, people, materials) to
achieve.those outcomes, or at least substantially improve upon the’
probability that they will occur within the school and later in society.
Curriculum development is not antithetical to management con-
cepts, but instead fulfillsGhe of management’ s most basic concerns,
i.e., quality control with accompanymg supervision. At the present
time the shape of most curricula in many school systems stands as first
class obstacle to effective management. It does this through the follow-

ing means:

1) Substltutlng vague and loosely held hehefs for specxfu:
types of expected outcomes

Vague purposes lead to confusion, duplication and contradictory
interpretations of what is desired by the system. It creates agreement at

_a global level and deludes the constitutent groups into behevmg that‘

consensus exists when in fact it does not. It sets forth a constant battle
over interpretation within the school system and fuels the strife that ~
may-already exist. The most serious criticism is that global goals are
self-deluding or system deluding. They don’t convince the public, and
they may succeed in decreasing the probability tha! various internal

' grups within the school system seek to defme the outcomes more

prec1sely
(2) Perpetuating a system in which idiosyncrati¢ actions are
shielded from adequate scrutiny and evaluation

 Since teachers operate in cellular isolation from each other, their
pnncxpals and supervisors, a system of loosely held beliefs and global
purposes offers an acceptable umbrella, .an official sanction of "any-
thing goes” withir - 2rtain norms within the organization. The amounrt
of true variance wx.rnn similar grade levels or whatever organizational
format is being utilized makes adequate coordination and articulation

“difficult. Furthermore there are few incentives for teachers to coordi-
, nate their cfirriculum since this involves individual negotlahons from
~ the position ofa self-contained classroom. It prevents the development

of strong collegialnorms though some do exist, and blunts any plan for-
effective group actien against those' vwho are not contributing ade-

‘quately to the overall purposes of the school district, It means that any

individual, idiosyncratic goal can work at cross purposes to those
embraced and adopted by the governance of the system. It creates an

" official way to defy system operation and at the same time operate

within the overall protection of the school or district. It-allows too
broad ‘a definition of compatibility between actions and results. -
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(3) Preventing adequate dEscnptxve references for the status quo
which denies adequate conceptualization of good Ppractice

Without accurate descpphons of the real curriculum, the hypotheti-
cal curriculum stands for the real thing. The hypothetical curriculum is -
the one presented to the public, adopted by the board and over which
much time, debate and effort is spent while simultaneously having

-little 1f‘Jany impact on the real teaching and learning that is actually
going on or not going on in the classrooms of the schools. It thergfore
stands as an impediment to ascertain to what effect curricular dedisions
bave upon learning or achievement. Case studies which have had
impact upon other: profgssions are_useless in a system in which

. idiosyncratic practlce reigns supreme because they can be dismissed by

a lack of generic application from one situation to the next. Good
practice can be excused rather than fostered. Exemplars areé hard to
‘come by. The absence of specific referents within the system make
models. of teaching excellence irrelevant, particularly when they are
invisible from other colleagues:

| (4 Prevents the school district from using feedback positively

A school district without adequate prescriptive outcome references
cannot use feedback very well: In particular most feedback comes from
standardized tests. Such tests do ‘not correlate with the real cur-
riculum, orif they do the systemis usually ignorant about the degree of -
correlation. Classroom teachers have difficulty seeing any correlation

" between what they do and what the test tests. Therefore test data is

seen as irrelevant or dangerous Tests can quickly become the cur-
riculum within vague guidelines used by-school districts. It’i is fairly
well understood . that the easiest and cheapest form of curriculum
coordination is to write a test. When curricular guidelines are vague the

. selection of tests on the basis of content validity correlated with the

cuisculum is often impossible. since vircually all of the tests can be
correlated about as well. ’

(3

(5) Blunts actions which pertain to discovering cost effective
solutions to existing cutricular/instructional problems

The criteria fér determining cost effectiveness is not merely the
cheapest available solution, but that solution which produces results at
the least cost. There is a difference. A system which has vague goals
and’expected outcomes has few criteria to engage in knowing which- -
approach best reaches those goals, since it cannot be shown that any
one is more or less capable in this regard. Therefore since none appear
to make a substantlal difference, the cheapest one will suffice. Cost
effectlveness must be calculated within the parameters ofobtammg the

%6
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results desired first, and t])e actual costs second. When these two

 indices are considered fogether, thenthe most cost effective solution

may be the most expensive. if it is the only one that works.

Curriculum development as ‘a process to effectively ‘configure the
resources of the schools to accomplish their specific purposes should
be compatible with and reinforce concepts of effective management.
Control as direction is: essential to improvement. Current vague cur-
ricular objectives for students reinforce a system of control in which
specific achons are determined by practltloneﬁi‘glsolatlon from one
another, and shielded by the current bureaucraficStructure from effec-
tive management action.

Decisions by boards of education, pubhc involvement and participa-
tion, even union contracts, are pro-forma in terms of classroom impact,
unless that participation and subsequent involvement can lead to
actions Wthh are tfaceable and specific upon the totalbehavxor of the
school system. A school district which is mcrely a collectien of indi-
viduals operating within a systemi of vague guidelines which cannot
effectively differentiate between good and poor practice, and which is
unable.to promote adequate curricular articulation and coordination
across the various sub-units (schools) remains responsive only at a
level of abstraction which ignores the day to day realities of teaching
and learning in the public schools. '

- 'In Defense of the Administration and
Supervision of Curriculum and Instruction
"Sbmeene has to administer and supervise the mapp/g of cur-
riculum and the process of curriculum development in the schools. In
small systems under 1,000 students (of which they comprise over 50%

_ of the nation’s school districts), it will remain a task of the superinten-

dent of schools and principals. In larger school districts, a cadre of

._speaahzed roles at the centrak office level has historically been in-

volved in curriculum development. Regardless of the size, however,

~school systems are urider intensive pressure to trim staff and to make .
- reductions in school programs such as kindergarten, guidance ser-
_vices, library services, varsity sports, and reduce the numbers of ad-

ministrators.52 The scramble to avoid being laid off has forced seg-

_ments of the profe_ssxonél staff to try and retain their jobs be denigrat-

s2Philadelphia was forced to lay off 9,000 employees, one-third of them teachers. James
F. Clarity, "Philadelphia Looking to State Aid To Avert Major School Cutbacks.” New
York Times, June 3; 1977.
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ing the viabflity of other types of ser‘vices. The struggle has ftequently'

erupted into the public'eye as various administrative, supervisory, and
teacher groups state their case for the retention of thexr own roles.53

. Because mosf citizens are not famxhar with administrative and ~
. su perv:sory functions, because teaching functions a~e the most visible,

immediate, and known to taxpayers who have for the most part at-
tended school, and because teacher unions often exert the most power-
ful and mtlmldatmg employee group pressure upon boards, it 1s rela-
tively easier tomsupport the reduction of work force which is the most
poorly represénted rather than the most necessary for the instructional
program: In one school district a prop.)sal to reduce the number of
teaching department heads résulted in’a hearmg before the State Board
of Education and forced the board involved to eliminate an admini: tra-
tive position. Said the board chaxrman, "It satisfied everyone involved,
but it hardly helped us tut our costs.”®* =
-. Superintendents have not always known how to defend thexr in-
structional and supgrvisory personnel from such ‘attacks, nor have

“they been able in many;cases to explain adequately or convincingly
what they do and/or why it i is important to retain their servicesevenin
. budgetary crunches. ;

While it is clear to the public that most scheols require a principal, 5 it

is not so clear why a school system requires and even demands ,

instructional/supervisory personnel at the central level. In too many
cases the prevailing view of such per%onnel is that they were tolerated
in good times, but can be eliminated as “‘excess baggage” in.bad times.

The stereotyped image of people locking for work is echoed in public

complaints about the cost of education such as, “The reason it costs up
to $75.00 a week to educate one child is that the school system is

"overweighted with administrators and staff members who sit in empty

rooms counting paper clips.”’®® _
While teacher unions can fall back upon emotional-arguments about

- class size and pit job security of those “’closest tg children” against the

machinations of an insensitive bureaucracy, demanding cuts there
prior to or commensurate with any reductions in their ranks, middle
management supervisors and coordinators-0f various instructional

and curricular areas have no such emotional or personal claims-to
make. The “proximity pitch”” of the unions reinforces citizen

63 Albet-t Shanker, “Where We Stand,” New York Times, June 16, 1977.
s3Michael Knight, “Suburbs Losing.Control of Schools,” New York Times, July 18, 1977,

" 5 Public outrage followed the revelation in New York City thatin one district there were

twenty schools and thirty-two principals. The assumption was clearly made that one

principal per school was all that was required. Marcia Chambers, “One District, 20

Schools and 32 Principals.” New York Times, June 27, 1977. .
s6john . Petrale, “The Schools: ‘Worse Every Year”’ New York Times, May 29, 1977
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stereotypes held of bumbling bureaucrats"performing"makework. In
the words of one Florida school board chairman, “If we're going to
make cutbacks, let’s make them aJffthe way up and down the line. We
ought to take a hard look at the top-heavy administrative staff. The
_ place to get rid of the ‘gravy’.is in the administration. Education takes
~ place in.thé classroom, not at the administrative level.”’¢” With such
thinking the vulnerability of administrative and supervisory staff to
having ‘their ranks thinned is considerably enhanced without any
* serious considerationi of the consequences or recognition of the func:
_ tionial differences between roles in the school system. = L
Undoubtedly superintendénts and ‘boards of ecucation are not
familiar with the management of decline. "Most of what we.do in
school financing is marginal,” said one school fiscal expert, “We just
- don’t know how to cut budgets. No._thoughtful worlk has ever been
done on it. We know how te build budgets, but not-how to squeeze
them down. Some say the way to squeeze down is to reverse the
process of building up, but that eliminates some of the best and most
innovative programs.®8 '

Some of the attitudes about reducing school middle managementas - -
advanced by some teacher unions and taxpayers is to simply let
teachers run the show. This position fzlls into what may be called

' “organic management.” That concept is addressed by Peter Druckerin
his book on management as totally without any evidence to supportit.

.1t is based upon the romantic Roussean notion that people freed from

-artificial constraints will then be able to solve complex problems. As
Drucker notes, “;the propet structure of work—of any work—is not
intuitively obvious.”¢% Additional evidence of the fallacy of this con-
-ceptis produced by thewearly failures of Chicago’s Metro High School:
“The concept of ‘organic” or ‘natural’ growth suggests that once
people are freed from the oppressive restrictions of the traditional
school, a new learning community will évolve naturally as people
deal with each other openly and honestly. There seems.to be a

- widely shared assumption that both the individuals involvedinan
alternative school and the school community as a whole can rather
easily shed a skin of traditional habits and attitudes, and that from:
underneath the old skin will emerge a beautiful new man, new .
woman, and new community. But the experience of Metro and
other alternative schools suggests that what emerges ‘organically’

~in an alternative school is not a new person or community, but

- rather those deeply ingrained patterns of thought and action of the

67Carl Hiaasen, “’Schools May Cut Officials,” Brevard Today, March 29, 1974.”
$8James Fercn, ’Suburbs Pass More Budgets But Face Continued Fiscgl Troubles.” New

. -York Times, June 13, 1977. : o .
$9Drucker, op. cit. p. 40. .
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tradmonal society and the patterns of fumtxomng that govern the
‘operation of any complex organization.” 70 .
What s often forgotten in the emotional process of staff layoffs is the
concept of span of control.”! This idea refers to the number of people a
person can effectlvely supervis+. However, Davis has pointed out that
there are varying types of spans. He,differentiates between executive,
operative and policy spans.” An executive span usually ranges from

- three to nine subordinates whereas an operative span may ‘be up to

thirty persons. A pelicy span does not imply supervision in the usual
sense of the word. Supervisors in large'systems may have policy spans

- of hundreds of teachers and principals in terms of program responsibil-
- ities. A supervisor of Art may have program policy responsibilities for

\

-

150 art teachers and 22,500 students, ye} the discussion in terms-of
layoffs may center around cutting this function instead of two art
teachers who at most would see perhaps 300 students.. The variable
may be either an increase in class size and/or program reductions in art.
The impact just in terms of the elimination of policy span responsibili-
ties in one system when it anticipated reducing 300 supervisors may be
enormous.” Yet boards, citizens, and teacher unions often talk of -
performance of’tasks as if there were no difféerences, and as if the
implementatlo‘h/af policy level responsibilities was not an equally if not
more important function than many others in the grim layoff picture.74
It is suggested that the functional differences in personnel must be -
carefully examined in terms of the differences in spans of control prior -
to accepting either the organic management fallacy, or the proximity
logic which so often is accepted without question by funding agencies.
The growing trend towards minimum competency based instruction

_ reinforces a disenchantment by some professionals and the general

public with "’ organic management.” Says the assistant supermtendent ;
of one of the nation’s largest school systems, “The open classroomisa -

- cop-out. All those reformers used to say;” ‘God made this child, and

there should be natural unfolding of his cdpabxlltles That's a bunchof -

* 70ponald R. Moore, et al., “Strengthening Alternative ngh Schools,” Harvard Educa--

tional Review, 42:3 (August, 1972) p. 336.
15Sege Rolf E. Rogers, “Factors Affecting The Optimal Size of thc Span,”in Orgmumhmxal
Thmry (Boston: Allyn and Bacon, Inc., 1975) pp. 78-83.

' ”R C. Davis. Frundamentals of Top. Manggement (New York: Harper and Row, 1951) as

- cited in A. C. Filley and R. J. House. Managerial Process and Organizational Behavior
(Glenwew, lllinois: Scott, Foresman and Company, 1969 p. 283. The term “policy
span” was developed by Keith Davis m Human Relations at Work (New York:
McGraw-Hill, 1962). .

3Leonard Buder, “School Supervisors Avert Layoffs by Giving Up Cost-of-lemg
Raise,” Mew York Times, September 9, 1976.

?4In protesting cuts parents made no differentiation in functions. See Deidre Carmody, :
400 Protest Proposal for Cuts at Qucens Schools,” Nc'w York Tmus, March lg 1974,

‘.\
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crap. God may have made chxldren, but without the help of people
they will never develop. Society is demanding that our students be a
certaln way.”7s 3 .

!

The Functions of Superv151on and the
Functions of Management
To adequately explain to the public the functiors of instructional and

supervisory middle management superintendents must re-examine
the functions of management in general. The basic functions are:

(1) To define the mission of the organization; T
(2) To* ef,fechvely and efﬁuently utilize and conflgure resources to

accomplish that mlssmn o N

(3) To-evaluate feedback from the lmplementatlon of thé resources to

make whatever’ adjustments may be necessary to attain that mis-
sion:-In the last decade school management has undergone: tre-
mendous changes. ‘Whereas educational organizations uisedto be
charactenzea by opén-ended mission statements and vague pur-
poses, more and ‘more school systems have begun a process to
explicitly define their missions in measurable terms. Those that

2 - have not may be forced to adopt state mandated minimum compe-

tency standards as their mission.

As the level of specificity has begun to increase for school organiza-
tioxs, so has the necessnty to re-examine and re-assign functions.
Feedbagk from supervisors and instructional support personnel indi- -
cate that their responsibilities have increased for making decisions
about resource allocation and configuration and that closer control is
required.”® More probing questions are being asked of supervisors by
top level management about what is adequate or inadquate perform-
ance of staff, schools, and programs. The shift has meant a move away
from the notion of the supervisor as a benign and often silent partner to

_ a stronger managerial figure, one who must carry out part of man-
“agement’s functiohs, i.e., definition, allocation, supervision for re-

sults, control, and ut1mately accountability. As one superintendent
candidly observed, "I don’t need anybody in supervnsmn who can’t
evaluate personnel materials, students, or programs.

The reluctance of some supetvisors to accept what may be caljed the
quality control functiorrin school systems erodes con51derable support

75Lawrence Fennberg, ”Competency Tests Set in 26 Schools " Washmgton Post August 1,
1977. .

76That the supervisoris also more visible than before is acknowledged in Leonard Buder,
“City Reﬁmng School Norms.” New York Times, May 4, 1975 . :

hY
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they may have from top etlycational management. Clearly the super-
visor and instructional support personnel at the ceniral level are being
pitted against the interests and agendas of the teacher unions in terms
of hard questions about dollars being spent on instruction and the
degree to which they make some noticeable impact on learning. That
the investment of programmatic dollars make a difference to learnersis
becoming the domarn of the instructional supervisor and adminis-
*rator. . -

It is that functron that can be made visible and whic¢h can generate

considerable support from the public. Programs which demand more

specrﬁc results take more supervision not less, particularly in detgfmin-
ing the most appropriate combinations of staff, time, and maferials to
obtain the desired results. If the English program requires that each
student prior to graduation must write an error free essay before he or
she can graduate, this will require extensive supervisiort and manage-
ment responsibilities to be exercised to deliver this outcome.”” While
school principals have undertaken some of these resporsibilities, they
are'still generalists in most subject areas and they have responsrbrlmes
for only their individual buildings.

- Traditionally middle management personnel have served as
mediators between top level management and their subsequent deci-

pected to carry out the policy implications offdecisions. However, the
absence of clear cut objectives of school systemms has made it 1mpossrble
to design an effective supervisory quality control function. “Thus,
although the rhetoric of supervision has great currency in the vocabu-
lary of school administrators, the practice of supervision and the defi--
nition of what it entails continue‘to be ill defined.””®

Furthermore as sociologist Dan Lortie observes in his penetratrng,
book on classroom teachers, teachers do not know how to collectively
respond to calls for accountabrlrty 79 Furthermore, they appear to
believe in the notion of "organic management -

" “What teachers consider desirable thange can be summed up as

‘more of the same’; they believe the best program of improvement
removes obstacles and provides for more- teachrng with better
support.. They want arrangements to- ‘unleash’ their capacities.
Their approach is implicitly conservative; in assuming thatcurrent
instructional tactrcs are adequate if properly supported, the blaire

77Bart Barnes, “Students, Teachers Bow to Task of Attaining Perfect Prose,“ Washington
Post, November 28, 1977. :

Teaching, Robert M. V. Travers (ed.) (Chncago Rand McNally, 1973) p 453.
ki Lortie, op. cif. pp. 80-81.
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for deficiencies is Jaid upon the envifonrent. Remedies lie in
changing the e/WiroNMent, not in findiAg more ~fficacious ways to
ifstruct.”*80 ' '
~ Neither teachers nor their unions can”assume the quality control
function, the functjon deManded by the public and the function which
_accompanies the ba5iQ ptfPoses of manageMent as outlined.®! It is still
the board of education with jts legal and Visible responsibility to ac-
count to the public foxresultg or the lack of results, with the delegated
functions to the syperiritendent of schools and middle management
“supervi- ory staff, which Must exercise the quality control function in
the schools.

T}{e Cli,méte for Quality Control

. The concept ofquidi!y ©Ontrplis a powerful kool for greater specificity
and sensitivity to Hsograms of instruction. The-process will not occur,
however, in a.climgte of IMpartiality. Climate refers to the overall tone
of ncrms present jf @ schog] system or school. English has divided
climates into two bgsictypes, punitive and humanistic.82 If the concept
of quality control z5 ex€Mplified in the ide€a of curriculum mapping
were to be part of the fabrjc of punitiveness we would envision a
different utilizatiop Of the jdea than that for a humanistic climate.
Curriculum mapping as @ Process can lead to greater lateral discussion
and decision makin$ than In tie past because it creates a vehicle for the
$pecific articulatiop ©f CUrrjculum both horizontally and vertically
within a school or schod!l digtrict.

‘1deally, quality ¢onirol as part of curriculum mapping should be
utilized by vteacher;-, aQross grade levels and Within grades. A mapping
procedure can be g £trong Stimulus. HoweVver, mapping could become
" asort of political foptball if crogs currents of suspicion already exist in a«
school or school distﬁttabout the ultimate Purposes of the activity. Itis
suggested that soe disCUssion and analysis of the school system’s
~ work ethic, norms, and climate be considered prior to actually under-
taking implementa$ion of Mapping as an aSpect of'quality control.®?

80[bid. p. 209. - s

81Seealso Fred M. Hechif&er, “An Exploded Myth.” New York Times, February 17, 1976.

82 Fenwick W. English. 1ol Or&an jzation and Management (Worthington, Ohio: Charles
A. Jones, 1975). . ’ s . S .

% See also H. Russell JofPStort “A New Conceptualization of Source of Organizational’
Climate,” Administragft¢ Sct£C€ Quarterly 21:1 (March, 1976) pp. 95-103. K
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Examining Organizational/Structural Changes
for Improved Carricular Quality Control

-The early sixties characterized a move towards de-centralization of
many large’'urban school systems. Today the trend seems to be moving
towards re-centralization.?* The two variables most at play of a func-

tional nature are how to balance coordination with.the requirement for

some economy of scale and specialization (technical expertise) to solve
school system problems. Originally school systems centralized to gain
expertise and specialization.?% Centralization created a cadre of profes-
sional staff whose loyalties were not to the community or political
norms, but to professional norms. However, centralization brought
evils. The systam could not respond well to change. Overstaffing
became a problem. 8¢ The supervisor was originally brought intc school
districts because of the lack of expertise of the school principal or school
masters. %7 .
However, the move towards de-centralization does not seem to have

- worked much better. An examination of the original study for de-.

centralization in the New York Cxty Schools called the Bundy Report?8
provides examples of the faith in “organic management.” To quote a
few examples of the promxses of decentralization from that original
report:
—"The childrén of the City of New York need a public school
system that will liberate the talents, energies and interests of
parents, students, teachers, and others to make common cause
toward the goal of educational excellence.”
—"1It should restore the capacity of both lay and professional
leadership to lead.”
—"It should encourage initiative, in each school and locality as
well as in the center.”

—"It should encourage cach Sthool to dev elop a d>eper unde1~
standing of the needs of the varied communities it is serving.”

#4D:¢ -0it is re-examining N1L de-centralization dssue. See Loais Couk, “People Out
Fighting for School Power.” Detroit Free Press, October 26, 1977.

*SDavid Tyack. The One Best System (Cambnd‘hn Massaghusuts Harvard University .
Press, 1974).

$6David Rogers. i10 sznqdun Street (New York: Random House, 1968)

#7Michael B. Katz, “The Emergerice of Bureaucracy in Urban Edacation: The Boston
Case, 1850-84,” Chapter Two in Class, Buruzmran/ and Schools (New York: Praeger
Publishers, 1971) pp. 56-104.

¥¥McGeorge Bundy, et al. Reconnection far Learning: A Community School St/sh m for New
York City (New York City: Mayor’s Advisory Panel on Decentralization of the New
York City Schools, 1967) 118 pp.
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—"It should permit the flowering of a variety of curricula, school
arrangements, and instructional strategies.”

—"It should encourage constructive competition among schools

—1t should guarantee a free flow of information. . . .”"#
All of these beliefs in de-centralization as the response to the
. bureaucracy were based on the fallacy of creativity or organic man-’
agement. What has occurred in New York City’s de-centralized sys-
tems is ¢ontinuing plunging pupil performance* warfare between the
“teacher’s union and citizens for control of community boards of educa-~
tion,®!22 and further proposals to eliminate the central board of educa-
tion. 3 Officials in the de-centralized systems have also not been with-

" out their share of scandals. 94459697 In hearings before the Detroit

Board of Education, ”A munority of parents complained that their
children can’t read or.do sums. Speaking for the UAW (United Auto
Workersj, Horace Sheffield argued that community control is only
important if education improves, and that it is not happehing.” ¥
Perhaps an alternative approach for utilizing the expertise of instruc-
tional «upervisors and coordinators as members of fluid task force
teams in a system utilizing matrix management coyld improve the
situation and provide a viable choice to re<centralization in the same
manner as before. Matrix management is a spa~» age management
concept largely derived from the aerospace industries such as TRW.*?
It seems to have developed a structural answer to solving the problems

8Ibid. p. 15.

9 Leonard Buder, “’Fresh Troubles Beset City’s Schuol System,” New York Times, January
15, 1975. : »

9'Mary Breasted, “"School Elections More Politicized.” New York Times, May 29, 1973,

92Ned Steele, . . . but union stirs a fight in once™serene District 25,” New York Post, April
28, 1977. : .

93 eonard Buder, “Schopl Board Headquarters Shaken by Beame Commissioner Pro-
posal,” New York Times, june 5, 1977.

94 George Goodman, Jr. “Fiscal Trustees Assigned to Queens School District,” Nea York
Times, March 23, 1974.

2% Leonard Budér, “City To Take Over 3 School Regions in Fiscal Trouble.”” New York
Times, October 29, 1974

%6 Leonard Buder, “'Inquiry Sought on Bronx School Funds,” New York Times, December

— 10, 1974. '

97Gordon F. Sander, “"The Record of the Mini-Boards is Spotty,” New York Times, June 5,
1977. .

98 Louis Cook, op. cit. .

99Sheldon A. Davis, “An Organic Problem-Qolving Method of Organizational Charige,”
Journal of Applied Behavioral Science, 3:1 (1967) pp. 3-21.
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of coordination versus specialiZation faced by every school system. 100
One possible application of matrix organization is shown for a large
urban school system in Figure 7'°! in which a central office staff of 200
is redesigned to focus on system wide problems which are interdiscip-
linary in nature and which may at the present time be “falling through
the cracks” of the existing table of organization. Atthe same time that a

- case is being made for the supervisor and instructional coordinator as

the most likely personnel to be the quality control agents within school
systems, we must likewise be candid about the fact that bureaucratic

models do not appear to be very responsi{'}: to emerging needs of the -
field or the central office. Some sort of organizational alternative which

forces greater ~effectiveness and at the same time is more efficient is

called for. There are a wide range of experiences school system's have

had with matrix management in the area of federal programs.

No proposai for quality control could defend the present organiza-
tional model of schools which has been shown to be so deficient in its
operation and responsiveness. Therefore as boards, top educational
management, and supervisors-coordinators consider more effective

- means to exeraise the quality control function, they should also be

thinking about alternative organizational responses as well as func-
tions. 192

The steps involved in moving towards a matrix structure closely
parallel the same ‘kinds of activities outlined for quality control of
curriculum development. The first prerequisite is for the development -
of valid and measurable external yardsticks of effectiveness. The sec-
ond necessity is separating the routine from the non-routine £ +icuons. -
Atsome point in time quality control should become routine except for
the emergence of new, kinds of curricular and instr.ctional prob-
lems. 103

Jay Galbraith’s provocative book on matrix management presents a
model of organization based. upon its ability to process infomation. 104
As Galbraith develops this model he notes that there are four re-
sponses to the requirement to process more information. The first two

m

meLeonard R. Sayles, “Llatrix Manage mcnt The Structure With A Future,
tional Dynamics (Autumn 1976) pp. 2-1

tFenwick W. English, “Matrix Mdna?,cmcnt in Education: Breaking- Down School
Bureaucracy,” Educational Technology 17:1 (January, 1977) pp. 19-26.

w2Leonard R. Sayles and Margaret K. Chandler. Managing Large Gx/sh'nts (Nc\» York:

Harper and Row, 1971)

1MGge J. Robert Hanson, ““Potential Apphmtmm of Matrix Or),am/atmn Theory for the
New Jersey Department of Education,” npubhshcd paper (November, 1976)
(Xeroxed) 30 pp.

4 ]ay Galbraith. Desiguing Complex Organizations (Reading, Massachusetts: Addison-
Wesley, 1973).

Organiza-
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are basically strategies of reduction. One way is to create slack re-
sources. Slack resources are simply increases in people and time neces-
sary to perform the work. So-one response when information to be
absorbed becomes very large is to hire more people and allow more
time to perform the work. The second way slack is created, and we have
seen a national example in declining SAT scores, is to reduce the
performance standards of the work. An important point made by
Galbraith is that if the managers do nothing, slack will happen au-
tomatically, usually the lowering of standards. ‘Another response is to
create self—contamed units via de-centralization. The disadvantage of

© this appreach is that economy of scale is lost as each de-centralized unit

must replace and replicate various kinds of formerly centralized roles.

An organization can also increase its capacity to process more infor-
mation by computerizing the payroll and other types of similar func-

- tions that may be considered routine. Still another way is via matrix

‘structure where problem soiving lateral decision making groups are
created and given responsibility artd authority to take on critical prob-
lems. This takes/Ahe load off the top level decision-makers. Matrix
structure may be the break-through to utilizing the skills and expertise
of the instructional supervisor and coordinator in newer more power-
ful ways than before. The visibility of the supervisor in the process will
be critical to its success as well as the competeace possessed by him or
her to engage in‘system wide problem solving. v

The creation of a permanent kind of “ad-hocracy’’ as described in
Future Shock by Alvin Toffler'®s may be the school system organiza-
tional structure of the future. It may rid the system of the stultifying
impact of hierarchy and its deadening effect upon flexibility and rapid
responses. Furthermore it may force the system.to use approaches
which recognize problems outside of the traditional table of organiza-
tion and which are able to draw upon the skills and knowledges of |
instructional sppervisors and coordinators. In short, matrix manage- -
ment may be a structural and humanistic response to creating quality .
control within school systems. Coupled with the idea of curriculum |
mapping as a method upon and within which to engage in re-analysis -
of allocational decision-making, creative responses to the administra-

“tion and supervision of the system on a large scale basis across the

divisions of the schonl district become feasible to consider.
Quality control in curriculum developmentwxan become a functional

_and operational phenomenon which is part and parcel of a changed

system rathet than copsidered an extraneous piece on an already
irrelevant system that is not working well. Unless quality control is

_‘°5 Alvin Toffler. Future Shock -(New York: Bantam, 1970)
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required both programmatically and structurally, improvement in cur-
riculum development will continue to be largely idiosyncratic, un-
planned, and serendipitous. Large scale improvement cannot occur
_systematically or be coi.sidered reasonable or feasible. Line and staff -
concepts are outmoded and cannot utilize the skills of some of our most
_-talented instructional experts. Rather than further reduce the éffec-
tiveness of our school systems by a process of elimination, it is believed
. a functional analysis of the work to be doné by the system will reveal
the necessity of their continuation and the requirement for réorganiza-
tion which offers an alternative to the centralization/decentralization”
debates. . , '
While there may bg those who insist that schools or schooling cannot
promote or program educational outcomes, they fail to grasp the fact
~ thatall ofschoolin% and teaching involves decisions which assume that
. teachers do something and that they do make a difference. Without
that assumption there would be no societal purpose for schools and ‘
certainly not for instituticnalized teaching. By the simple fact that uny
teacher has to decide what to include or exclude as a matter of the
-content and/or the interactive process of curricular implementation,
curriculum has to be conceptualized as a means to the ends or reaching
ranges of desired outcomes: In the words of Ralph Tyler, “Curriculum
development is a practical enterprise, not a theoretical study. It en-
deavors to design a system to achieve an educational end and is not
primarily attempting to explain an existegtial phenomenon.” 196
The function of curriculum is to improve upon randomness that
certain outcomes desired to be learned by young human beings are .
acquired. Curriculum is a sort of genetic structure that.carries the
institutionalized facts, myths, biases, attitudes, concepts and skills of
- _the larger society. 1t is largely an imperfect transmittal but a process
+ capable of being refined and improved to not only be more efficient but
more humane. There is nothing humane about failure in the schools. -
To eliminate the practices of schools which are not humane a'much .
more planned approach to curriculum development is required. '

WsRalph Tyler,” Sﬁeciﬁc Approaches to Curriculum Development,” in Strategics for
Curriculum Development, Schaffarzick and Hampson, op. cit..p. 18.
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'

'RefConceptualizéd Functions of the

-~ Administration and | .
Supervision of Curriculum and Instruction

—

The'essential function of the administration and supervision of cur-
riculum and ffistruction has been redefined to include quality control,
‘not within an outmoded and perhaps punitively oriented work and
structural climate, but within a humanistic, goal-oriented, flexible

. wbrk structure of a matrix type. .

The future of the administration and supervision of curriculum and
instruction is tied to its ability to perform the quality control functionin
new settings and be responsive to new challenges. The challenge to
produce results or outcomes is substantially different than the chal-

‘lenge to contain differences of students in factory like models of

schools or to expose students to uniform doses of instruction. It is
believed that the challenge is to promote diversity because that is the
only way schools can truly be responsive to the many students who
must be educated to take their places as productive members of
society. 07 _ ‘

For quality control to be effective, the classroom teacher must be -
considered an integral partner in the developmental process because
the teacher is the pacemaker and gatekeeper of the interactive cur-
riculum, the essential bridge between the inertia of the content and the
vitality of the learner and the learning process. As Whitehead is said to
have observed about inert ideas and the dangers of receiving them into
the mind without having to question them, knowledge, did not eep
any better than fish if received in this way.'?® For this reason the
classroom teacher cannot be relegated to a tertiary role, but must be
considered a full-fledged partner in any quality control process. This is
what is meant when some administrators have said that no ‘curriculum
was “teacher proof.” : N

Schools and students are at once means and ends simultaneously.
Some compatibility between individual development and social pro-
gress has to be assumed as common in order for schooling to make any

- sense. That these"tv_'vo are mutually reinforcing is'also assumed. Qual-

ity control is therefore a means to insure that as far as curriculum
development is concerned, it is defined as efficient and effective in

197Roger, A. Kaufman, Robert E. Corrigan, and Donald W. Johnson, “Toward Educa-
~ tional Responsiveness to. Society’s Needs: A Tentative Utility Model,” Journal of

" "Socio-Economic Planning Science, August, 1969.

s Alfred N. Whitehead. The Aims of Education and Other Essays (New York: Macmillan
Company, 1959). . :
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terms of both individual fulfillment ald societal perpetuation, and at a
cost that is responsive to both indices. Quality control can provide a
process of curriculum development that is malleable, governable, im-
provable and responsive. That it begins with an accurate assessment of
the status quo is essential, with the implicit understanding that even
that assessment is based upon a ‘luid interpretation of reality. There

~ are few, if any, absolutes in curriculum development, and a world of

relative-factors which impinge all at once all 'the time. )
Tha‘t educational supervision and administration of curriculum and
instruction is required within changing contexts is essential to overall

system respons; ‘eness. Boards of education and superintendents

. should carefully consider such trends in determining what functions

are essential and should be retained, and what functions can be altered
or eliminated under current budgetary pressures. The administration
and supervision of curriculum and instruction makes a difference, to
students, teachers, parents, community and society, perhaps not in
the same form as we have known it nor within tHe same work structure
or climate, but without the quality control function being performed
there is little hope that students, schools, and sociéty can reach any
Kind of new equilibrium together.

2 .



